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Notes on Citations, Quotations, and Vietnamese terms 
 
All authors are cited in their last names. In case different authors with the same last 
names and years of publications are cited, then their (middle name and) first name initial(s) 
was/were added in their original name order, for example, Nguyen, T.T. (2002) vs. Nguyen, 
N.A. (2002); R. Smith (1999) vs. K. Smith (1999). 
Two types of quotation marks were used in this dissertation: single quotation marks 
were used to denote words or phrases that were found across multiple sources while double 
quotation marks were used to indicate text that was taken directly from a single source, which 
was cited accordingly.  
For certain English translations, I provide Vietnamese equivalents in italicized, 
Romanized characters. I also use italics to emphasize a certain word or words.
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ABSTRACT 
In 1986, the Communist Party of Vietnam officially approved reform policies known as 
đổi mới (doi moi) which transformed the country from a centrally-planned to a market-oriented 
economy. Since then, as Vietnam has been integrating into the global economy, the transitional 
society has become more open and diverse. The transformations have apparently impacted the 
ways in which citizenship has been understood and practiced in Vietnam. This study specifically 
investigates changes in state visions of citizenship as reflected in educational discourses. In 
addition, it examines teachers’ interpretations of good citizenship and their experiences of 
teaching citizenship in Vietnam’s schools.  
Drawing on government documents and in-depth interviews with teachers responsible 
for citizenship-related school subjects, the research used a multimethodological design to 
examine how Vietnamese political identity was (re)defined and citizenship education was 
accordingly approached in the last three decades (1986-2016). Through the lenses of 
peoplehood stories and Critical Discourse Analysis, this study shows discursive changes and 
continuities in official education narratives surrounding citizenship during the doi moi and 
post-doi moi periods, which reflect Vietnamese political leaders’ tireless efforts to accommodate 
and sustain socialist citizenship during the transition period. Findings also reveal that 
interviewed teachers expressed ideals of citizenship in ways that were generally consistent with 
and broader than the official conceptualizations. Yet a closer examination of teachers’ reflections 
revealed that they faced various challenges and enduring dilemmas in their efforts to teach good 
citizenship. The study argues that Vietnamese political leaders have experienced a complex state 
of ideological polarization and ambivalence in (re)constructing a coherent vision of collective 
political identity. While many teachers tried to navigate the ideal-reality gaps and ideological 
tensions, some have already engaged in making changes in their teaching practices. Based on 
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the findings, this study offers recommendations for policymakers, researchers, and especially 
citizenship educators, who play a fundamental role in educational and social change. 
 
Key words: citizenship, citizenship education, peoplehood stories, Critical Discourse 
Analysis, political identity, Vietnam. 
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CHAPTER 1. INTRODUCTION 
1.1. Background 
The collapse of the former Soviet Union in the 1990s brought with it a time of 
transformation across the globe. This involved a tremendous reconceptualization of citizenship 
in transition societies, including Eastern and Central European countries and communist states 
like China and Vietnam. While the notion of good citizenship has been contested across different 
times and contexts, disputes in citizenship ideology are particularly pronounced in those 
societies that experience radical political, economic, and social transformations (Lee, Grossman, 
Kennedy, & Fairbrother, 2004; Janmaat & Vickers, 2007). Ideological tensions are also 
intensified in the context of globalization where different political ideals are upheld by various 
social groups, including international organizations. In this context, the role of the state in 
shaping citizenship curriculum as a means of political socialization has become increasingly 
challenged.  
Vietnam is a socialist country that has undergone profound changes since the 
implementation of policies that transformed its economy from a Soviet to a market-based 
model. Thus, questions concerning what kind of national development and ultimately, what 
kind of citizenship Vietnam should promote are critical (Painter, 2005; Stockton, 2006; Kleinen, 
2015; Bui, 2016). In fact, the concept of citizenship in Vietnam has been closely tied to nation 
building, from the postcolonial time to the socialist revolution, to the more recent 
modernization and industrialization of the country. In 1986, ten years after the reunification of 
the Democratic Republic of Vietnam (in the North) and the Republic of Vietnam (in the South), 
Vietnam implemented doi moi, a set of policies aimed at reforming the economic system. Unlike 
the former Soviet countries, the Vietnamese society has been described by the Communist Party 
of Vietnam (CPV) as being in the process of ‘inevitable transition to socialism,’ rather than ‘a 
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transition from socialism.’ Alongside the so called ‘market economy with the socialist 
orientation,’ the CPV-led state has continued to promote the notion of socialist citizenship. Yet, 
the idea of socialist citizenship was accommodated and reconfigured in response to the 
transition to a market economy.  
Since doi moi of the late 1980s, the country has enjoyed remarkable economic 
achievements. However, despite a certain degree of democratic development induced and driven 
by economic reforms, the transitional society has experienced multiple tensions, paradoxes, and 
uncertainties (Tai, 2001; London, 2014; Kleinen, 2015; Nguyen & Pham, 2016). Although 
Vietnamese people have known about Western concepts of citizenship and democracy for 
generations, an increasing number of Vietnamese people have access to varied citizenship 
conceptions via the Internet and social media. Despite tremendous social changes associated 
with the emergence of a market-oriented economy, the communist party has continued to 
monopolize state power, engaging in slow, limited political liberalization (Painter, 2005; 
Nguyen & Pham, 2016). ). While many Vietnamese are neither eager to embrace capitalist values 
nor willing to reject socialist ideals, the realities of life creates ambiguity about the type of 
citizenship that is appropriate for their modern society. 
Much research has been conducted to understand the evolving political dynamics 
associated with market-based reforms under socialist governance in Vietnam (Chan, Kerkvliet, 
& Unger, 1999; Painter, 2005; Stockton, 2006; Beresford, 2008; Migheli, 2012; Nguyen & 
Pham, 2016). From different angles, research has also been conducted to unpack the complex 
experiences of Vietnamese people grappling with problems and dilemmas in a state socialist 
country that adopts market-based development (e.g., Bayly, 2007; Tibbetts, 2007; Harms, 2016; 
Horat, 2017; Nguyen, T.G., 2018). However, these studies pay little attention to the ways 
Vietnamese socialist citizenship as a political identity and as an educational aim have changed 
(as one exception to the latter see London, 2004). More broadly, there is limited empirical 
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evidence concerning how Vietnamese citizenship, as articulated in official education discourse 
and interpreted by Vietnamese teachers, has evolved in the pre- and post-doi moi periods. 
To better understand Vietnam’s transformations from a socialist to a market economy 
from the lens of political identity and people-building processes, this study examines how 
Vietnamese educational leadership’s visions of citizenship and citizenship education changed 
and how citizenship educators understood citizenship in Vietnam from doi moi during the 
period of 1986 - 2016. 
This research project is among the few studies focused on citizenship education in 
Vietnam in the post-socialist era. It sought to illuminate the complicated relationships between 
political constructs, politics, and education by examining official discourses around citizenship 
and citizenship education. Vietnam presents a vital case of a society in transition through which 
both the state and its citizens, though in different directions, are facing a state of ambivalence 
and uncertainties in a complex web of competing ideals: traditional and modern values, 
nationalism and globalization, single-party authoritarianism and democratization, and socialist 
orientation and capitalist development. In this light, the research situates Vietnam’s education 
for citizenship in a broader context, one in which the country is at the crossroads of colonial and 
socialist legacies and ideological tensions as it faces the urgent demand for democratization in 
this time of globalization. 
1.2. Research Questions 
With such an aim, this study sought to follow the visible and hidden discursive contours 
through which the notion of good citizenship has been (re)conceptualized during economic and 
social transformations in Vietnam. In other words, the research was guided by an overarching 
question: 
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How has the discourse on good citizenship and citizenship education evolved in 
Vietnam over the last thirty years? 
This question was divided into two research questions as follows: 
1. How have the state’s visions of a citizen and citizenship changed since doi moi? How 
has the change been reflected in educational policy and curriculum? 
2. How do teachers understand good citizenship and interpret official visions of a 
citizen? How do they view citizenship as changing over time? What challenges do they 
face in teaching citizenship? What type of citizen or good citizenship do they want to 
develop in students and in what ways? 
1.3. Theoretical Framework  
For this research, I drew on Smith’s (2001, 2003) theorization of political identity and 
Critical Discourse Analysis (CDA) theory. The following section delineates these theories and 
how I deployed them in my research. 
1.3.1. Political Identity and Peoplehood Stories 
Although the concept of identity in the Vietnamese language primarily focuses on the 
cultural dimensions of what is known as Vietnamese national identity (bản sắc dân tộc), 
collective political identity is integral to the construction of Vietnamese citizenship. Indeed, the 
ideas underlying Vietnamese national identity have been grounded in a collective memory of 
traditions, myths, legends, and history (Pelley, 2002; Kelley, 2012; Grigoreva, 2014). Roger 
Smith (2001) argued that the formation of collective identity, as a political construct, is central 
to the processes of building and sustaining a political community. Through these processes, 
political leaders make efforts to advance and institutionalize stories of peoplehood. Peoplehood 
stories are often persuasive accounts that can inspire “a sense of trust and worth among a 
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critical mass of supporters for particular visions of common membership” (Smith, 2003, p. 129). 
They may include appeals to the economic well-being of members of a given political 
community. They may also include political accounts that foster trust and belief in the worth of 
political membership and the political community’s institutional system. Yet the type of 
narratives that play a critical role in the people-building processes are ethically constitutive 
stories (Smith, 2001; 2003). Constitutive stories promote a sense of common identity through 
which members view core identities (for example, their culture, ethnicity, ancestry, or history) 
as constitutive of the group to which they belong. Such stories thus have profound influence in 
defining the past and current self of a person, as well as shaping her or his future identity. 
According to Smith (2003), “The making, maintaining, and transforming of senses of 
political peoplehood” are some of the most fundamental activities in political life (p. 19). This 
activity is carried out by what he terms ‘political people,’ a notion close to Benedict Anderson’s 
concept of ‘imagined community,1’ yet who are characterized by the degree to which they assert 
their group’s obligations or primacy over other associations or over a range of issues. The later 
characteristic, as Smith (2003) noted, is the most politically important feature of ‘political 
peoples’ since it is such assertions of binding duties and priority that tend to result in political 
conflict.  
Smith (2003) argued that anywhere in the world, political leaders have been historically 
engaging in ‘people-building’ efforts by promoting and institutionalizing ‘stories of peoplehood.’ 
The underlying motivations for such tireless endeavors are, simply put, for human fulfillment 
and flourishing. Simple as it may sound, the politics of people-making tend to involve 
                                                 
1 Smith (2001, 2003) points out that the concept of “political peoples” is broader than 
Anderson’s (2006) definition of “nations” as the former is used to refer to a group that is 
distinguished by asymmetric/hierarchical relationship, rather than “horizontal comradeship” 
between leaders and constituents. For this reason, the current study drew on Smith’s (2003) 
peoplehood theorization because it better reflects the nature of the Vietnamese society as the 
later chapters will explain. 
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“continual, partisan, conflictual, often invidious, and always exclusionary processes” (Smith, 
2003, p.56). In addition, these processes often center on stories, along with force, that leaders 
advance and sustain in order to build productive and enduring peoples. In other words, 
according to Smith (2003) different forms of political communities are 
[…] products of both coercive force and persuasive stories inspiring a sense of trust and 
worth among a critical mass of supporters for particular visions of common membership. 
Those persuasive narratives include not only economic and political power [emphasis 
added] appeals but also ‘ethically constitutive stories’ [emphasis added] that claim 
membership is somehow intrinsic to the core identities of potential constituents. (p. 129) 
In Smith’s (2003) perspective, to form political peoples, leaders need to create “accounts, 
narratives, or stories of peoplehood that successfully inspire senses of both [emphasis added] 
trust and worth” (p. 58). By trust, Smith (2003) meant the belief that a community’s leaders and 
members are likely to “seek to advance some of one’s important values or interests” (p. 59). 
Meanwhile, stories of worth may promote economic benefits that membership in a given 
political community promises to provide. In this regard, the sense of worth comes from the 
belief that the leaders and constituents have “the capacity to succeed in advancing some of one’s 
important values or interests” (Smith, 2003, p. 59). One successful story of trust of this kind told 
by Vietnamese leaders has been on the vanguard role of the Communist Party in leading the 
nation to drive out foreign invaders. Such accounts persuade many fellow members to adhere to 
the Party as the (rather than a) trusted political leader to advance their common interests and 
values. Relatedly, as the subsequent analysis further demonstrates, the interests stressed by the 
Vietnamese leaders in their ‘worth’ stories can be prosperity, among other normative worth 
goals, that the Communist Party has promised to pursue in the interests of its (potential) 
constituents and the country. 
In addition to narratives appealing to economic interests, Smith (2003) indicates that 
narratives advanced by leaders may also feature political power appeals. Yet, among the three 
types of peoplehood stories suggested — economic stories, political power stories, ethically 
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constitutive stories (see Figure 1), Smith (2001, 2003) placed most emphasis on the last one. 
Ethically constitutive stories are accounts that promote senses of common identity through 
which members view core identities as constitutive of the group to which they belong (Smith, 
2003). In other words, it is this type of stories that assert that “members’ culture, religion, 
language, race, ethnicity, ancestry, history, or other such factors are constitutive of their very 
identities as persons, in ways that both affirm their worth and delineate their obligations” 
(Smith, 2003, pp. 64-5). Such constitutive stories have the ability to inspire immense trust and 
senses of worth. These stories have profound influence in defining the past and current self of a 
person and shaping her or his future identity. More broadly, they provide a retrospective lens for 
understanding the past and how the past was constructed to serve the present as well as shape 
the future of a regime or political community. 
 
Figure 1. Stories of peoplehood 
 (adapted from Smith, 2001, 2003)2 
 
                                                 
2 This figure extends Smith’s description of peoplehood theorization, highlighting the dynamics 
of peoplehood stories in a way that political leaders can place different emphases on certain 
stories in different times which may produce different levels of senses of trust/worth. 
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1.3.2. Language, Discourse and Power Relations 
This study explored changes in official discourse around citizenship and citizenship 
education in Vietnam’s transition period since doi moi in 1986. It also explored how good 
citizenship was interpreted and redefined by citizenship teachers and what dilemmas they faced 
in their teaching of citizenship education. With these research aims, this study does not view 
language that constitutes discourse as a fixed and totalizing structure. Instead, it conceives of 
discourse as an important form of social practice, both reflecting and constructing social reality. 
Discourse, as defined by Michel Foucault (1972, 1980), is a group of statements embedded in the 
power structure of a society and exercised through the authority of specific institutions within 
that structure. Discourse is “not an ideal, timeless form […but] historical – a fragment of history 
[…] posing its own limits, its divisions, its transformations, the specific modes of its temporality” 
(Foucault, 1972, p. 117). In critical discourse analysis (CDA), Fairclough and Wodak (1997) 
indicated that through discursive practices, texts are produced (created) and consumed 
(received and interpreted), contributing to social and cultural reproduction and change as well 
as the formation of social identities and relations. This important feature of discourse has been 
referred to as the dialectical relationship between discursive practices and social structures 
(Jørgensen & Phillips, 2002). In this relationship, discourse shapes knowledge, identities and 
power relations, and simultaneously is shaped by social aspects and relations (Fairclough,1992b; 
Wodak & Ludwig, 1999). In other words, discourse is both constitutive of the social world and 
constituted by social practices and social identities.  
Foucault (1972, 1973, 1980) argued that discourse and power have an intimate 
relationship and that power and knowledge complement each other. By internalizing discourse 
of the authority about a subject matter, we build knowledge about that subject matter, yet with 
or without knowing that the discourse was constructed and used based on the power struggle of 
different interest groups. In such a power system, the more powerful groups tend to control the 
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production and distribution of knowledge, and through social practices, power relations are 
produced, exercised and legitimized (Foucault, 1973, 1980). Along the same lines, Fairclough 
(1993, 1995) pointed out that discursive practices contribute to (re)producing unequal power 
relations between social groups and maintaining the status quo, which he called ideological 
effects. In CDA, ideology is understood as “meaning in the service of power” (Fairclough, 1995, 
p. 14). As such, CDA can be used as an approach which seeks to investigate 
[o]ften opaque relationships of causality and determination between (a) discursive 
practices, events and texts and (b) broader social and cultural structures, relations and 
processes […] how such practices, events and texts arise out of and are ideologically 
shaped by relations of power and struggles over power […] how the opacity of these 
relationships between discourse and society is itself a factor securing power and 
hegemony. (Fairclough, 1993, p. 135) 
In this light, this study examines the links between the linguistic discursive dimension 
and social practice, seeking to uncover ideological effects and ideological representations that 
discourses on citizenship construct. By focusing on “the linguistic means used by the privileged” 
(Wodak, 2009, pp. 32-3), CDA helps the researcher to critically examine the role that discursive 
practices play in the maintenance of the social order or the promotion of social change, 
particularly in the context of Vietnam’s state socialism where the production and dissemination 
of knowledge have been censored and monopolized. In this perspective, CDA helps explore the 
ways in which socialist citizenship as a political identity and an educational aim were 
accommodated and sustained in a hegemonic struggle for ideological legitimacy and social 
stability. Nevertheless, as Fairclough (1992b) argued, as long as people are cognizant of 
ideological effects and able to “[act] creatively,” it is possible to resist ideological hegemony by 
“restructur[ing] positioning practices and structures” (p. 91). As will be evidenced later in my 
study, there exist different, at times contradictory, citizenship ideals in the current transition 
process of the Vietnamese society. It is in this context that many Vietnamese people exhibited 
mixed senses of disillusion, uncertainty, ambivalence and hope with regard to Vietnamese 
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political identity.  
Fairclough’s theory of people facing ideological uncertainty in the context of competing 
ideologies was also instrumental for understanding the evolving citizenship conceptions and 
how certain actors, such as public school teachers, engaged with restructuring their practices. In 
addition, viewing discursive practices within historical and sociopolitical contexts, this study 
shed light on the link between Vietnam’s citizenship construction and its broader 
transformation of the sociopolitical landscape, and in some ways, explicated the complex 
relationship between historical processes and hegemonic narratives. 
Importantly, the ultimate aim of CDA used in this study was not to uncover the objective 
reality or to attain truth. Instead, it was used to explore how actors of a political community, 
particularly political leaders, engaged with creating representations of reality that appeared 
objective and natural (Laclau & Moffe, cited in Jørgensen & Phillips, 2002, p. 33). This suggests 
that although sharing certain views with Marxists regarding power, social conflict, and patterns 
of dominance (Wodak, 2009; Nguyen, 2006), this study adopts CDA with a poststructuralist 
angle. In a sense, as mentioned earlier, poststructuralist CDA helped understand how 
ideological discourses both were created and contributed to the maintenance of dominant 
relations (Fairclough, 1992b, p. 87).  Moreover, as illustrated later (see Chapters 3 and 4), the 
prevailing interpretation of Marxism3 in Vietnam holds that communism reflects historical 
determinism of human society’s development and that human beings could gain knowledge of 
regular, observable relationships existing between structures within a system. But this study, 
informed by poststructuralism, rejects the idea of the social “as [being] governed by one 
totalising ideology” or of social constructs or identities being something that can be described 
objectively and predetermined (Jørgensen & Phillips, 2002, p. 16). In brief, this study adopted 
                                                 
3 A combination of Marxism-Leninism and Ho Chi Minh’s thoughts 
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the CDA approach, which views discourse as central in configuring social relations and 
understandings of the world as discursively contingent (Foucault, 1980). At the same time, it 
shared the view of Chouliaraki and Fairclough (1999) who stated that, given no possibility to 
achieve the absolute truth, what is considered more true representations of reality should be 
determined by a democratic public debate, rather than a monolithic view of a certain elite group.  
In summary, this study was framed by the peoplehood perspective and the theory of 
Critical Discourse Analysis. Smith’s peoplehood theorization helped to interpret the 
institutionalization of Vietnamese collective identity and the role of citizenship education as part 
of leaders’ people-making efforts. Similarly, CDA was instrumental in illuminating the evolution 
of good citizenship and allowed me to question discourse-power relationships in the 
perpetuation of the social order by ideological means. Combined, both theories complemented 
each other, providing useful lenses to explain the studied issues in light of the broader context 
and meanings. 
1.4. Research Design 
This research examined the phenomenon of citizenship education in its sociopolitical 
and historical context, necessitating rich sources of data and multilayered interpretations of 
complicated issues that have not always been obvious or evident. Given its qualitative inquiry 
nature, this research adopted a multimethodological CDA design, in which CDA was used as a 
primary approach to identifying, collecting, analyzing, and interpreting discourses on 
citizenship and citizenship education (see Figure 1).  
Within CDA as a methodological approach, the study utilized Fairclough’s (1992b, 1995) 
three-dimensional CDA model and Wodak and Meyer’s (2001) historical-discourse CDA 
approach for analyzing text-based documents. Three levels that I followed in my CDA analysis 
correspond with Fairclough’s three-dimensional CDA model: the micro level (discourse-as-text), 
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the meso level (discourse-as-discursive practice), and the macro level (discourse-as social 
practice). The historical-discourse CDA approach used in this study was to interpret and explain 
discourse as discursive and social practices by examining related background information.  
While certain aspects of the interview data were illuminated by the CDA’s perspective, 
interview data was analyzed primarily based on Corbin and Strauss’s (1990) grounded theory 
analysis method. With regard to official discourses, this study drew on two data sources: (a) law 
and policy documents and (b) curriculum and textbooks. Government documents used for direct 
analysis included laws documents, Party’s Resolutions, state policy statements and guidelines, 
ministerial speeches, and national reports on education, cultural development and youth issues. 
In terms of curriculum, apart from the 2006 state-sanctioned curriculum, two sets of textbooks 
of the doi moi (1986-2001) and the post-doi moi (2002-2016) periods were used for analysis. 
Interview data was taken from 15 Vietnamese teachers who had experience teaching at public 
secondary schools from four to 35 years. They taught Civic Education, Literature, and History 
and were referred to as citizenship teachers or educators. In brief, drawing on a combination of 
methods and diverse sources of information for analysis and interpretation, this study strove to 
enhance research trustworthiness (Lincoln & Guba, 1985) in order to make insightful and 
credible inferences about the phenomenon under study. Details about data collection, data 
analysis, and related methodological issues will be presented in Chapter Four (Methodology). 
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Figure 2. Research design of this study 
 
 
1.5. Overview of the Dissertation 
This dissertation is organized into eight chapters, including the current chapter as the 
Introduction. 
Chapter Two introduces the Vietnamese historical context to the entire thesis. It begins 
with an overview of early ideas of citizenship and citizenship teaching in the Vietnamese society 
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from imperial and colonial times to national independence in 1945. After reviewing the 
development of ‘new socialist citizens’ post-independence from 1945 to 1985, the chapter 
focuses on Vietnam’s economic reforms starting in 1986 (doi moi) and the associated impacts on 
different social and political aspects. An overview of major education changes, particularly new 
developments in citizenship education in response to social change, provides a foundation to the 
chapters that follow.  
Chapter Three reviews common interpretations of key concepts that the present research 
used, for example ‘citizen,’ ‘citizenship,’ and ‘political people.’ Then it reviews the international 
literature on the roles and approaches to citizenship education at school. Next, it also looks at 
features of citizenship education in some Asian countries highlighted in existing research. 
Finally, this chapter addresses the recent global scholarship on citizenship and citizenship 
education in the context of globalization. 
Chapter Four describes the multimethodological design that this research used. Within 
CDA as an overarching methodological approach, the study utilized Fairclough’s (1992b, 1995) 
three-dimensional CDA model and Wodak and Meyer’s (2001) historical-discourse CDA 
approach to analyzing text-based government documents. While certain aspects of the interview 
data were illuminated by the CDA’s perspective, interview data was analyzed based on Corbin 
and Strauss’s (1990) grounded theory analysis method. With regard to official discourses, this 
study drew on two data sources: (a) law and policy documents and (b) curriculum and 
textbooks. Meanwhile, interview data was taken from Vietnamese teachers who taught Civic 
Education, Literature, and History at secondary schools in Vietnam. This chapter justifies the  
approaches to data collection, analysis, and the researcher’ efforts to strive for research 
trustworthiness. 
Chapter Five presents findings pertaining to the changes and continuities in state visions 
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of good citizenship. It does so by examining types of  peoplehood stories embedded in state 
discourses of education policy and citizenship curriculum. It analyzes representations of the 
ideal citizen and associated changes to socialist citizenship as a political identity and an 
educational aim. Findings overall showed that there have been important changes among 
continuities in the mainstream citizenship education discourse since doi moi. Among the 
changes, the most visible changes occurred in economic terms; meanwhile, other changes such 
as the re-use of the well-rounded citizen concept and the inclusion of global dimensions 
occurred in a latent or less discernible manner. The chapter illustrates that stories of political 
and ethically constitutive peoplehood were the two primary domains used by leadership to 
sustain collective identity. This was most evidenced in the preservation and promotion of the 
image of a citizen who shared the origin, heritage, beliefs, good traditions, as well as their 
destiny and moral obligations with their compatriots of the same political community. 
Chapter Six explores teachers’ perceptions of citizenship, challenges that teachers 
encountered in teaching citizenship, and teachers’ visions and practices of citizenship that they 
want to instill in students. Interviews with the teachers showed shared ideals of citizenship that 
were generally in line yet broader than the official conceptualizations. A closer examination of 
teachers’ reflections revealed that they faced various challenges and dilemmas in their efforts to 
teach good citizenship. These challenges stemmed from students, parents, society, or were 
related to school curriculum and structure. In addition, some interviewed teachers struggled 
with their own dilemmas, which seemed to remain unresolved due to ideological dissonance and 
values gaps in the current context of Vietnam. While most teachers tried to navigate the ideal-
reality gaps and ideological tensions, some have since engaged in making changes to their 
teaching practices.  
Chapter Seven synthesizes the findings of the above two chapters and discusses major 
findings and implications for Vietnam’s people-making processes and citizenship education. 
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This chapter also makes comparisons regarding the ideas of citizenship and citizenship 
education approaches in other national contexts that share certain sociopolitical and 
educational commonalities with Vietnam. The final section of this chapter presents 
recommendations for Vietnam’s policy and practice in the realm of citizenship education. 
Finally, in Chapter Eight, apart from a brief summary of this dissertation, there is a 
description of how this study contributes to current research on citizenship and citizenship 
education, particularly in transitional contexts. This chapter concludes the study by suggesting a 
number of directions for future research. 
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CHAPTER 2. CITIZENSHIP AND PEOPLE-BUILDING IN VIETNAM: HISTORICAL 
BACKGROUND 
 
Understanding the evolution of citizenship discourse in Vietnam’s post-doi moi period 
requires reflection on both global and local sociopolitical contexts. These contexts set the 
historical conditions for the continuity and change of the discursive formation of Vietnamese 
citizenship and citizenship education. While Chapter Three will focus on the literature on 
citizenship and citizenship education, this chapter introduces the Vietnamese historical context 
to the entire thesis. It begins with an overview of early ideas of citizenship and formal 
citizenship education in the Vietnamese society prior to national independence in 1945. After 
reviewing the development of new socialist citizens post-independence from 1945 to 1985, the 
chapter focuses on Vietnam’s economic reforms starting in 1986 (doi moi) and the associated 
impacts on different social and political aspects. An overview of major education changes, 
particularly new developments in citizenship education as a result of the economic reforms will 
provide a foundation to the chapters that follow. This chapter includes preliminary analysis of 
some primary sources of data such as policies and legal documents during pre-doi moi. 
2.1. Early Conceptions of Citizenship and Citizenship Teaching (before 1945) 
Given Vietnam’s complicated historical legacy, it is helpful to describe the imperial and 
colonial backgrounds that have shaped the tradition and evolution of modern citizenship in 
Vietnam. Such context sheds light on the underlying and changing values of formal citizenship 
education. Thus, this section details the evolution of the concept of citizenship and of the 
teaching of citizenship from imperial times to French colonialism and from unification to doi 
moi.  
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Popular perceptions tend to portray pre-modern Vietnam as having a vibrant native 
culture, often independent from Chinese civilization. In the contemporary nationalist literature, 
Vietnamese people are presented as having strong, distinctive sense of cultural identity with a 
unified tradition of resisting foreign aggression, particularly the earliest and longest resistance 
war against the Northern (Chinese) invaders (see e.g., Tran, N.T., 1998). Yet, many aspects of 
Vietnamese society have been profoundly influenced by Chinese political institutions and 
ideologies (Woodside, 1971; Goscha, 2016). During periods of Chinese colonization before the 
10th century, Chinese Confucianism and Taoism were imbued through Vietnamese traditional 
education. Confucian thoughts and doctrines blended with Buddhism as they entered Vietnam, 
transforming into a Vietnamese version of Confucianism (Tran, V.G., 1988; Luong, 2011). 
Central to the teaching of Confucian ethics was a focus on self-cultivation of virtues, morality, 
and hierarchical relationships. The model of the ideal person that most traditional Vietnamese 
elites strove to become was of a Confucian gentleman4 (người quân tử) who should have virtues 
such as righteousness, self-sacrifice, courage, and a devotion to the king and the state. Similar to 
Chinese men in feudalism, individuals in Vietnam also tried hard to rank high in Chinese-styled 
civil service exams. In general, both civil servants and common people under the feudal systems 
were expected to be obedient, dutiful, and contented subjects (thần dân). As traditional 
education was used to produce “supporter[s] of the well-maintained society and regime” (Tran, 
N.D., 2004, p. 4), it apparently played an important role in the rationalization of the social order 
and political harmony of the feudal state. 
During the French colonial period in Vietnam (1883-1954), the term ‘citizen’ in the 
Vietnamese language (công dân) emerged with the book Administrative Reform Record (Cải 
                                                 
4 Women were excluded. This was due to Confucian perceptions that saw women as inferior to 
men, evident in Confucius’s saying: “The populace and women are ignorant, filled with bad 
instincts and hard to educate.” 
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Lương Thực Lục; Tran, 1924), being one of the first print documents that used it. The book was 
intended to be read by Vietnamese officials who were hired by the French to administer rural 
areas. In it, the notion of citizenship was conceived as political rights, including the rights to 
vote and to stand for election to the Communal Councils under the statute of Indochinese 
protectorate of France. But what was the meaning of citizenship for the Vietnamese people 
during the colonial period? 
The answer could be found, in part, through an examination of the aim of the French 
colonial school system for a tiny minority of the population who could afford schooling. French 
schools were set up to serve the French colonial apparatus and legitimize the colonial rule in 
Indochina (Kelly, 1975; Duong, 1978). The schools’ organizational structure and content aimed 
to “creat[e] a new social class which could serve in the colonial administration, a new economic 
class which would be subservient to colonial economic schemes, and a new group of Vietnamese 
who were culturally dependent on France” (Vasavakul, 1994, p. 22). 
In practice, while being supposedly enlightened with modern beliefs and values, 
Vietnamese elites were taught to perceive their indigenous cultural tradition as backward and 
their country’s past as “one of civil war, exploitation, [and] starvation” (Kelly, 1982, p. 180). A 
small number of local people ended up being granted the right to vote or hold positions of 
authority in the French administration. However, since citizenship as a set of political rights was 
never guaranteed by colonial authorities, the colonial subjects could not make political demands 
or seek protection through the law. They were never seen by the French authorities as full 
citizens even though some might have enjoyed formal entitlements. Often, the colonial subjects, 
serving the interests of the ‘French mother country,’ were looked down upon and exploited as 
‘subservient citizens.’  During this time, the usage of the term citizenship in legal texts, such as 
Administrative Reform Record, was only to give the Vietnamese people – commoners and the 
elites alike – a false impression of political rights.   
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Despite limited civic rights in practice, many educated people during the colonial era 
came to learn the ideas of democracy and liberation. By the 1930s, indigenous uprisings and 
revolutionary movements, consequently, led by Vietnamese nationalists during the early 
twentieth century grew in size and number. Vietnamese reformers sought to transform 
Confucian society by appropriating Western civilizational thoughts and advancing a new set of 
virtues for the Vietnamese people (Nguyen, 1970; Tai, 2001; Bradley, 2004; Tran, 2014). One of 
the notable Vietnamese intellectuals was Phan Chau Trinh, who led the Modernization 
Movement (Phong Trào Duy Tân). He promoted the movement with a three-level strategy that 
aimed to transform the Vietnamese people and society. The first level was to ‘open the people’s 
mind’ or to bring scientific and civic education to the populace. The second focused on restoring 
the confidence of the Vietnamese as an independent people, and the third emphasized the need 
to improve the welfare of the people (Nguyen, H.L., 2004). Phan Chau Trinh was among the 
first domestic nationalists articulated the meaning of citizenship in Vietnamese through the 
endorsement of a democratic society. Differentiating morality (đạo đức) — universal, eternal 
values such as humaneness, respect or trust — from ethics (luân lý) — a changeable set of rules 
which may vary across times and societies, he argued that Vietnamese people should advance 
what he termed quốc gia luân lý (national ethics) in which individual citizens needed to be 
cognizant of their own rights and obligations rather than being blindly subservient to the 
authorities (Phan, 1925, cited in The Nguyen, 1998). In this nationalist discourse, the classical 
virtues of the Confucian gentleman model shifted to embrace the “civilizational vision” of the 
democratic individualistic self (Bradley, 2004, p. 78). In practice, many nationalists on 
becoming conscious of an alternative political system of government were involved in the 
movements demanding self-determination (e.g., Tran, V.T., 2014). Such events were censored 
and severely repressed by the French protectorate government. They also precipitated the 
widespread decolonizing revolution for national independence in the mid-twentieth century 
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(Nguyen, 1970).  
Influenced by the global movement toward independence and democracy across many 
former colonies, Vietnamese political leaders sought to “turn (their) colonial subjects to citizens” 
through anticolonial struggles (Kohn & McBride, 2011, p. 5). In this context, the concept of 
citizen was institutionalized in the Constitution of the Democratic Republic of Vietnam, signed 
in 1946 by President Ho Chi Minh, who led the Vietnamese anti-French national resistance war.5  
Although with flaws (Tønnesson, 1998), the 1946 Constitution contained the ideas of self-
determination and liberal citizenship. For example, it emphasized that “all men are created 
equal,” an important quote from the text of the American Declaration of Independence (DRV, 
1946). Ho’s vision of citizenship, in addition to having an influence from Confucian philosophy, 
was greatly impacted by Rousseau’s6 ideals for liberty through the general will and Mencius’s7 
notion that leaders serve in the name of the people (Kohn & McBride, 2011). A liberal 
conception of citizenship combined with Ho’s aspiration for a nation with a virtuous 
government bound by people’s interests greatly appealed to Vietnamese people. Nevertheless, 
due to the escalating conflicts between the Vietnamese and the French and later the Americans, 
the first Constitution of the Democratic Republic of Vietnam (DRV) did not have a chance to be 
realized. 
                                                 
5 Ho Chi Minh’s ideas of claiming civic rights for Vietnamese people were actually conceived 
long before independence. He, along with Phan Chau Trinh and other nationalist Vietnamese 
expatriates in Paris, had composed a letter entitled “Revendications du Peuple Annamite” 
(Demands of the Annamite People). This letter was directly sent to the American Secretary of 
State who attended the Peace Conference held in France in 1919, following the Allied victory in 
World War I. It detailed requests that Annam (the French protectorate in Indochina) be granted 
greater autonomy (Ho Chi Minh Documents on the era of the first World War, Understanding 
the Vietnam War, UMASS repository, n.d.). 
6 The philosopher Jean Jacques Rousseau of the 18th century. 
7 Mencius is an early Chinese philosopher whose development of orthodox Confucianism and 
earned him the title ‘second sage.’ 
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2.2. The Making of New Socialist Citizens Post-independence (1945-1985) 
Vietnam’s nationalist struggles in search for what Raffin (2008) called “alternative 
(socialist) modernity” redefined the concepts of citizenship and political identity (p. 330). After 
North Vietnam’s declaration of Independence in August 1945, the national education discourse 
indicated a consistent aim to build “well-rounded” or “useful citizens”8 (Vasavakul, 1994, pp. 80-
283). After 1954, when the country was divided and became embroiled in broader Cold War 
dynamics, the DRV government (in the North) adopted educational policies with explicit 
communist elements. Goscha (2016) noted that the DRV “introduced communism as the new 
state religion and deployed class as the new category for defining social and political identity” (p. 
316). The communist political leaders propagated their socialist project in parallel with 
nationalism and anticolonialism ideologies through mass education and cultural activities. 
Vietnam’s education reform redefined the purpose of education as 
[being] premised on Marxism-Leninism to educate and foster children who become good 
citizens, are loyal to the Fatherland,9 are good laborers and officials, are good bearers of 
our future, with talent and virtue to develop the people’s democratic regime in the march 
toward socialism […]. (DRV, 1956) 
This objective was advanced through the teaching of four interrelated educational 
aspects: moral education (đức dục), knowledge education (trí dục), physical education (thể dục), 
and aesthetic education (mỹ dục). In practice, strong emphasis on the promotion of socialist 
ideals, particularly Marxism-Leninism, was incorporated throughout all educational aspects. 
Thus, the ideal citizen of the new education system would not only be a good laborer but also the 
one who upheld socialist ideals and was committed to the march toward socialism (Vasavakul, 
1994). The normative qualities of a “useful citizen” or good citizen in this context were fashioned 
                                                 
8 who should develop both mental and manual skills through academic education and 
production labor to contribute to the construction of communism. 
9 In Vietnamese, the term Tổ quốc is not gendered. Yet it is conventionally translated as 
Fatherland rather than Motherland, for example, “The Vietnamese Fatherland Front.” 
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for the first time in highly politicized ideologies of communism10. The notion of socialist 
citizenship, imported by the Vietnamese revolutionaries from the former Soviet Union, was 
promoted through widespread propaganda and rhetoric of the DRV state. Citizenship in this era 
was coextensive with socialist ideology and revolutionary morals based on socialist egalitarian 
principles. 
Despite many difficulties for the newly established Republic of Vietnam (RVN) in the 
South during the 1950s, the government did manage to develop a complete school curriculum. 
Moral and civics education of the primary and secondary program centered around three 
aspects: personality/individuality (cá nhân), nation (dân tộc), and humanity (nhân loại). Along 
with history and literature programs, civics education was used “as a means to combat” the 
communist ideology adopted by the North (Vasavakul, 1994, p. 134). Notably, good citizenship 
was conceived of and taught in the South as involving self-improvement, understanding the 
value of human beings, and serving the nation to achieve independence from colonialism and 
communism and to achieve genuine democracy (Vasavakul, 1994; Tran, D.N., 2004).  
Vietnam won full independence from France in 1954 but then was divided into a 
Western-backed state in the south and a Communist-ruled state in the north. During the 
partition period, both Vietnams attempted to develop a systematic school system and curricula 
for citizenship education. The curricula of rival Vietnamese states were committed to 
buttressing each system’s state-based ideologies. While schools in the North served to provide 
state-sanctioned knowledge necessary for the promotion of socialist citizenship, schools in the 
South were used to transmit political and moral ethics of the South’s state – the ethics reflected 
nationalist, statist, and undoubtedly anti-communist ideologies (Vasavakul, 1994). 
                                                 
10 See further discussion in Vasavakul (1994) 
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Citizenship education after reunification (1975): Engineering a new 
socialist culture 
After the 1975 reunification with the communist victory, Vietnam officially became a 
socialist republic where the Communist Party of Vietnam (CPV) was the only legal political 
organization operating in the country. The decade after reunification saw severe repression of 
anyone who supported the old regime such as RVN army officers and officials. Everything 
associated with ‘the West’ was considered ‘reactionary’ (phản động). Anything or anyone ‘non-
socialist’ was uprooted or re-educated promptly. For example, many literary books, materials, 
and artistic works that came from ‘decadent bourgeois culture’ with anti-revolutionary contents 
were burned and banned, particularly in southern Vietnam (Nguyen, V.C., 1983; Taylor, 2001). 
Along these lines, radical attempts to dismantle the residuals of the old regime were promoted 
across the now-unified country.   
One of these attempts was the CPV’s enhanced campaign to propagate visions of a New 
Culture of Socialism. In the narratives of this new culture, socialist citizenship was concretized 
as the New Socialist Person. The archetype of a new type of person was adopted from the notion 
of the New Soviet (Wo)man that was postulated by the Communist Party of the Soviet Union in 
the early 1900s. In general, the New Socialist Person should have a high degree of political 
consciousness, work hard, and always attempt to improve herself or himself in order to 
contribute to fulfilling the goals of the state (Education in Revolution Vietnam: The New 
Socialist Person, 1978; Salemink, 2016). The promotion of socialist citizenship narratives 
inevitably followed by the repression and exclusion of voices that were suspected as involving 
with ‘revisionism,’ ‘capitalist,’ or generally ‘unpatriotism.’ 
With regard to education, the two separate systems of the North and South Vietnam 
schools were consolidated into one national system. In 1979, Vietnam implemented an 
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education reform across the country. Citizenship education during this time explicitly adhered 
to Marxism-Leninism, sought to ‘reconstruct’ the country after the war, and decisively advanced 
the socialist citizenship framework through the creation of ‘new socialist citizens.’ This 
framework centered on “the spirit of collective ownership,” “creative working spirit,” 
“patriotism,” “love for socialism,” and “proletarian internationalism” (SRV 1979, article 1). At 
the same time, it aimed to develop a new kind of citizen who would be “developed 
comprehensively: culturally, technically, scientifically, politically, and physically” (Education in 
Revolutionary Vietnam: The New Socialist Person, 1978, p. 300). The first education reform in 
a unified Vietnam after the war took place in 1981, involving the replacement of textbooks at all 
levels and restructuring the national schools into a twelve-year centralized system across the 
country.  
The ‘collectivist’ period of ‘socialist construction’ from 1975 to 1985 witnessed economic 
crises in Vietnam. The worn-out post-war economy was further exhausted by the US embargo 
and the allies’ economic sanctions. Adopting the Soviet model of central planning, Vietnamese 
government collectivized agriculture and nationalized all commercial and industrial operations. 
However, due to inefficiencies and demotivational effects, collectivization policies failed to 
produce promised outcomes. The collapse of the European Eastern bloc and the Soviet Union in 
the early 1990s — Vietnam's major trading partners and source of assistance — contributed to a 
serious lack of resources and widespread poverty in Vietnam. In this context, progressive party 
leaders, geared by some past experimental marketizations of the economy in the late 1970s, 
decided to take on a more daring economic renovation course to avoid systemic collapse 
(Karadjis, 2005; Kleinen, 2015; Nguyen & Pham, 2016). 
Looking over the past from this historic milestone of the country, Tai (2001) acutely and 
somehow wittily summed up Vietnam’s ideological trajectory: 
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At the turn of the [20th] century, Vietnamese reformers thought they had found in social 
Darwinism the key to understanding their country's fall to colonial conquest. Three 
decades later, their spiritual heirs discovered in Marxism-Leninism a way out of the 
dismal national future that social Darwinism seemed to predict. And yet, only fifteen 
years after the country was unified under communist rule, the revolutionary leadership 
committed itself to implementing a market economy governed by the ethos of social 
Darwinian competition. (p. 3)  
Whether the latest paradigm shift suggested a long-term collective determination for Vietnam’s 
next development remained to be seen. It has been clear that the country’s postcolonial 
struggles in search for another ‘modernity’ fundamentally reconceptualized Vietnam’s citizen 
identity or the meaning of Vietnamese citizenship.  
2.3. Doi moi and Associated Impacts: An Overview 
“In the 1990s and 2000s, Vietnam then went through one of the most dramatic growth 
periods in its 2,000-year history” (Napier & Vuong, 2013, p. 7). Indeed, similar comments were 
made by many observers and scholars regarding the unprecedented 1986 reforms in Vietnam.  
In response to the post-war economic crises and ideological confusion related to the 
Soviet Union’s political turbulence in the late 1980s, progressive party leaders, taking 
inspiration from past experimental marketizations of the economy in the 1970s, decided to take 
on a wide-range economic reform to save the regime.  
At the Sixth National Party Congress in 1986, Vietnam officially introduced the doi moi 
policy. Doi moi, literally meaning ‘change for the new’ or ‘renovation,’ is actually a set of policies 
designed to transform the country’s economy from a Soviet-planned style to a market-based 
model. With ideological underpinnings taken from the reform experience of Eastern European 
countries and China, doi moi in Vietnam is considered a version of ‘perestroika’ in the former 
Soviet Union during the 1980s (Kleinen, 2015). The slogan ‘đổi mới hay là chết’ (renovate or 
die) showed the determination of Vietnamese political leaders to pursue economic reforms 
across the country. The wide-ranging reforms enabled domestic markets to open up, accepting 
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for goods and investments from other countries, including Vietnam’s past capitalist ‘enemies.’ 
Market reforms came with the liberalization (equalization) of state-owned enterprises and 
cooperatives from central level influence had successfully helped Vietnam overcome the 
economic crisis. Nevertheless, though the private sector was legalized, most state controls on 
land, labor, and capital remained tight (Kleinen, 2015). Overall, in building ‘a multi-sectoral 
market economy with a socialist orientation,’ Vietnam’s CPV still wants the state sector to take 
the dominant role. In other words, Vietnam’s market economy model is characterized by the 
domination of state enterprises and control of party-state orthodox. 
Since doi moi, Vietnam made remarkable achievements in various socioeconomic and 
political spheres. Several authors attributed Vietnam’s economic success to the country’s 
political stability, which was arguably derived from the time before the reunification (Irvin, 
1995; Fforde, 2009). As Migheli (2012) pointed out, political stability that Vietnamese party 
leaders set as one of the pillars of the economic reforms renders Vietnam’s transition markedly 
different from that of Eastern Europe, which experienced a fast yet discontinuing transition (see 
also Janmaat & Vickers, 2007). The following paragraphs detail notable impacts of doi moi on 
different aspects of Vietnam’s society. 
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Foreign Relations and Economic impacts 
After several years after doi moi, Vietnam’s economy grew radically. By the mid-1990s, 
the country was regarded as integrated into the regional and global economy due to accelerated 
market reforms initiated in doi moi. Vietnam developed relations with many countries and 
international organizations, regardless of their political economic ideologies. For example, it 
became a full member of the Association of Southeast Asian Nations (ASEAN) in 1995 and later 
joined the World Trade Organizations (WTO) in 2007 – two institutions generally perceived as 
part of global capitalism (Bowles, 1997; Hertz, 2002). Relations between Vietnam and its past 
enemy, the United States, were similarly normalized after the trade embargo with the U.S. was 
lifted in 1994. Direct investment from the U.S. subsequently flowed into Vietnam. Notable 
achievements including accelerated export growth, increased direct investment (FDI), positive 
GDP growth, and rapid reduction in poverty led the IMF and World Bank to praise the country 
as “an example of effective top-down reform utilizing IMF methods” (Kleinen, 2015, p. 14). For 
example, in 1996, billions of dollars of ODA from the World Bank and Asian Development Bank 
and over US$10 billion of FDI flowed to the country (Vuong, 2014).  Escaping the 1997 Asian 
financial crisis with few negative effects, the country was able to maintain rapid growth in the 
early 2000s, averaging 7% GDP growth (Frorde, 2009; GSO, 2011).  
With the country deepening market reforms and swiftly integrating into the global 
economy, Vietnam continues to transform in various social aspects. By the mid-2000s, although 
increasing FDI continued to generate growth and employment, there was evidence showing an 
economy decline (Vuong, 2014). While the country was no doubt affected by the global 
economic crisis of 2007 and the inefficiencies of a system not based on healthy competitiveness, 
creativity and sustainable growth, the economic slowdown was attributed to the slow, cautious 
political reforms of the one-party state (Vu, 2014; Leung, 2015; Nguyen & Pham, 2016).  
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Political impacts 
Many scholars suggested that economic liberalization as the result of doi moi has not 
been accompanied by political reform of the same expected level. Despite more political 
openness and an upsurge of cultural diversity, the political regime remains fairly closed with the 
CPV being the only political party and faithful to the Leninist principle of “democratic 
centralism” (Painter, 2005; Peou, 2014). This kind of democracy concept has led the CPV’s 
interpretations of democratic developments in Vietnam to be in stark contrast to what is often 
stated by the international democratic organizations such as the Human Watch and Freedoms 
House. For example, Vietnamese communist theoreticians and political leaders asserts that “the 
nature of the state has been democratic ever since it was established 70 years ago” and that its 
citizens do “enjoy freedoms and democratic rights” (Nguyen & Pham, 2016, p. 132). 
Meanwhile, since 1999, Freedoms House has invariably ranked Vietnam as 
undemocratic while the Transparency International’s 2006 Corruption Perceptions Index 
ranked Vietnam 111 out of 163 surveyed countries (Freedom House, 2007). Some authors (viz., 
Kleinen, 2015) argued that limited political reforms is the main reason for the slowing down of 
economic growth in Vietnam since the mid-2000s. Though Vietnam’s economic growth has 
been slowing down, the country has become a much more diverse and open society. Yet similar 
to other post-socialist countries, Vietnam’s transition society experiences multiple challenges 
associated with social openness (Stockton, 2006; Bui, 2016; Nguyen & Pham, 2016). 
Social and educational impacts 
Accompanying remarkable economic progress of the doi moi period was Vietnamese 
people’s improved living conditions. The national poverty reduction and education reform 
outcomes were among the most praised as impressive. Vietnam’s poverty rate declined from 
28.9% in 2002 to 15.5% in 2006 (GSO, 2011). Vietnamese people living on less than 1 dollar a 
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day dropped from 58% in 1993 to 9.6% in 2012, bringing Vietnam from one of the poorest 
nation in Asia to a middle-income country (Nguyen & Pham, 2016; CPV, 2015). According to the 
UN’s Human Development Report 2015, Vietnam’s life expectancy at birth increased by 8.2 
years from 1980 and 2014, mean years of schooling increased by 3.3 years and expected years of 
schooling increased by 3.3 years. Vietnam reached an HDI value of 0.66 in 2014, putting the 
country in the medium human development category which El Salvador and South Africa also 
fell into (UNDP, 2016).  
The economic reforms of doi moi inevitably impacted the education system. Major 
educational achievements in the doi moi time included increased enrollment and higher literacy 
rates. For instance, primary school enrollment increased from 78 percent in the early 1990s to 
95 percent in the early 2000s, which was far larger than 10 percent in 1945 (Laufer, 1996; 
NCSSH & UNDP, 2001). The country's literacy rate of 94 % was also much higher than other 
countries with similar levels of GDP per capita (NCSSH & UNDP, 2001).  
While these data might indicate the generally better-off living conditions of Vietnamese 
people, negative aspects associated with dramatic transformations became a concern. Alongside 
rapid economic growth and fast urbanization, increasing unemployment, crimes, corruption, 
and reduced access to public health and free education have contributed to a rise in social 
inequalities and unrest over the past decades in Vietnam (Taylor, 2004; London, 2007; Kleinen, 
2015). It is clear that economic development coupled with social changes have profound impacts 
on Vietnamese people’ conceptions of citizen identity and education in general. More 
information on education changes and reforms will be further presented the next section. 
2.4. An Overview of Education and Citizenship Curricular Reforms (1986 to 
2016) 
As presented in previous sections, at the time when doi moi started, Vietnam’s formal 
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education confronted all kinds of difficulties. As a result of economic stagnate and prolonged 
economic isolation, resources for education development were severely drained. During the 
1980s, many teachers left their profession due to below-average salaries, students dropped from 
schools, and schools across the country seriously lacked funding and facilities for teaching and 
learning (see details in London, 2004; 2011). 
The economic reforms of the late 1980s set new tasks and objectives for the education 
system. According to Vietnam’s Constitution, education constitutes the top national priority 
(SRV, 1998; 1992). Alongside ambitious goals of education expansion that Vietnam committed 
to the international educational agendas (e.g., Education For All and Universalization of 
primary education),11 the country’s education sector showed determination to modernize or 
‘renovate education’ in terms of quality (đổi mới [chất lượng] giáo dục). As the next chapter 
shows, each Party Congress, in addition to reiterating the strategic role of education, added 
more clarification to the mission and goal of the education system which are closely attached to 
the national development agendas in the new period. For example, Party’s Resolutions during 
the 1990s focused on reforming education in ways to support the national industrialization and 
modernization project. The goal of the education system was thus to “improve the population’s 
knowledge, train workforce, [and] develop the talents” (nâng cao dân trí, đào tạo nhân lực, 
phát triển nhân tài) (CPV, 1993a; CPV, 1996b). Yet as analysis in the next chapter reveals, given 
this three-tier education goal, a strong emphasis was placed on developing a workforce meeting 
the needs of economic expansion.  
One of the most critical moves in the political economy of education since doi moi is the 
                                                 
11 Takao (2009) noted that by this time the Vietnamese government was quick in enacting the 
Law on Universalization of Primary Education and the National EFA Action Plan (EFA 2000), 
which were based on the 1990 World Declaration on EFA and Plan of Action framework, in 
order to attract (international) education aid. 
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‘socialization’ policies (xã hội hóa giáo dục). Under the state socialist regime between the early 
1950s and the mid-1980s, the state formally assumed all costs of education provision. Free 
access to mass education as a principal socialist citizenship right was stipulated in the 1980 
Constitution (SRV, 1980). The transition to a market-oriented economy of the doi moi period 
saw an accelerated advancement of socialization in education. The party line’s “socialization,” 
contrary to the western meaning of the term, encourages the contribution (and participation) of 
all social segments to education provision. In fact, it is a “cost-sharing” regime that “effectively 
[shift] the financial burden of education provision from the state onto individual households” 
(London, 2006, p. 9). With socialization, non-state schools (e.g., semi-public, people founded 
and private) were established, alongside an introduction of school fees and a sundry of informal 
‘contributions’ such as fees for textbooks, uniforms, and exams (see for example, Duong, 2015). 
As London (2004) widely argued, although the state declares that all Vietnamese children have 
free access to universal education, the dualist socialist education system has actually widened 
inequalities by sustaining exclusion in regional, socioeconomic and ethnic respects (London, 
2004; 2006; 2007; 2010). 
In 2000, the Decree12 on democracy at the grassroots was officially introduced in schools 
throughout Vietnam. Although the impact extent of this democracy-at-school campaign was 
limited, in 2007, ‘democracy’ became one of the official key national development aims that was 
later added to the 1992 Constitution, in addition to other slogan goals such as ‘a wealthy people, 
a strong, equal, and civilized/modern nation.’  
Among reform efforts in education since doi moi, the curricular change took place in 
2002 is considered an important reform. Approved by the 11th Party Congress in 2001, a 
strategic plan to transform the education system was mapped out for the period 2001-2010. 
                                                 
12 Degree 04/2000/QĐ-BGD-ĐT 
- 35 - 
 
Accordingly, the Ministry of Education and Training (MOET) directed the education sector to 
‘renovate’ education in ways that “re-orient the values, cultivate new virtues, qualities and 
competencies, and ensure equality in terms of learning opportunities” for all people (SRV, 2001, 
p. 6; MOET, 2001). It should be noted that since doi moi, international nongovernmental 
organizations and multilateral investors had been assisting Vietnam with national reforms. This 
assistance included reviewing the education system and providing directions for strategic 
improvements or reforms, including the 1997 revision of official textbooks. The education 
reform project in 2002 also received foreign loans and consultancy from international 
organizations including the World Bank and UNESCO. As official textbooks in Vietnam had 
technically served as the state-sanctioned curriculum that teachers directly drew on for 
classroom teaching, this reform entailed developing a new curriculum (at the school subject 
level) and re-writing textbooks at all levels.  
Despite multiple attempts at quality improvement, Vietnam’s education system seemed 
to make modest progress and continued to engage in further quality reforms. In 2013, the 
government adopted Resolution No. 29-NQ/TW on fundamental and comprehensive renovation 
in education (CPV, 2013). With great fanfare to call for robust quality enhancement in all 
educational practices, this renovation aimed to meet the demands of “standardization, 
modernization, democratization and international integration” and to “promote the building of 
a learning society and facilitate access for all citizens to lifelong learning (SRV, 2013, p.5). 
Officially, the overall mission of education remains to produce a socialist citizenry which was 
articulated in current state discourse as ‘well-rounded citizens.’ 
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Box 1. Vietnam’s Education Law 2005 (excerpt)13 
 
Article 2. Goals of education 
The goals of education are to train Vietnamese into comprehensively developed 
persons [or well-rounded people] who possess moral qualities, knowledge, good health, 
aesthetic sense and profession, and are loyal to the ideology of national independence and 
socialism; to shape and foster character, quality and capacity of citizens [or civic virtue and 
competence], satisfying the national construction and defense requirements. 
Article 3. Nature and principles of education 
1. The Vietnamese education is an education of socialist nature with popular, national, 
scientific and modern characters, based on Marxism-Leninism and Ho Chi Minh’s Thought. 
2. Educational activities must be conducted on the principles of learning coupled with 
practice, education combined with production, theories closely linked to reality, and 
education at school combined with education in the family and in the society.  
Article 5. Requirements on contents and methods of education 
1. Contents of education must ensure the basic, comprehensive, practical, modern, and 
systematic characters, with importance attached to ideological and civic education; inherit 
and promote the national fine traditions and cultural identity; absorb the cultural 
quintessence of mankind and conform to the learners’ psycho-physiological development 
according to their age groups. 
2. Methods of education must bring into full play the activeness, consciousness, self-
motivation and creative thinking of learners; foster the learners’ self-study ability, practicing 
ability, learning eagerness and will to progress.  
 
 
Citizenship curriculum and research on citizenship education 
As with the pre-doi moi period, citizenship education continues to play an important role 
in Vietnam’s education since doi moi. It is stated in the Education Law that the content of 
education must give priority to moral and citizenship education. The aim of citizenship 
development within the national general education is to develop and foster character and 
                                                 
13 Translated by the WTO, available at 
https://www.wto.org/english/thewto_e/acc_e/vnm_e/WTACCVNM43_LEG_14.pdf, emphasis 
and square brackets added). 
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identity of Vietnamese people and civic virtue and competence (see Boxes 1 and 2). 
 In the school curriculum, ideas of citizenship are directly taught in three subjects, Moral 
Education (primary level: grades 1-5), Civic Education (lower secondary: grades 6-9, and high 
schools: grades 10-12), and National Defense and Security Education (high schools).14 The 
curriculum for Civic Education (CE) during doi moi is laid out in a set of textbooks printed 
between 1987 and 1991. In addition, other social sciences subjects such as History, Vietnamese, 
and Literature also indirectly teach values of citizenship. As alluded earlier, during the doi moi 
period, the national textbooks were revised in 1991; but as for CE textbooks, except for updated 
textbooks of grades 7 and 10, there were no major changes until the national curricular reform 
in 2002 introduced a new set of textbooks, which are still in use at the time of writing this 
dissertation. Given the importance of citizenship education as stipulated in the 2005 Education 
Law, the Ministry of Education and Training described CE’s role as pivotal because it helps 
“improve the quality of the workforce [by] training students to become new laborers to meet the 
demands of the Industrialization and Modernization period and to be relevant to common 
trends of the era” (MOET, 2009, p. 5). Content and topics for each grade level of both doi moi 
and post-doi moi citizenship curricula are presented in the Appendix (Appendix 1). 
Since the 1990s, an increasing number of studies, many of which were commissioned by 
the state, focused on human development issues with regard to Vietnamese people in the new 
era. These domestic research projects paid particular attention to the role of values and moral 
education in youth socialization process (see example projects in Appendix 3).15 However, most 
of them took for granted the state’s role in orchestrating top-down agendas for developing the 
Vietnamese citizenship; therefore, they rarely problematized the mainstream discourse on 
                                                 
14 Apart from Political Education, National Defense and Security Education has been also taught 
at the post-secondary level since 2007. 
15 For examples of national and ministerial level projects in Vietnamese language on citizenship 
and moral education since the 1990s. 
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citizenship and education.  
 Meanwhile, independent research, though very limited in number because of 
information control and censorship, offered more critical perspectives on citizenship education 
in Vietnam16. Such research views citizenship education in Vietnam’s schools as centering too 
much around moral education or as being equal to ideological education or political 
indoctrination. For example, Doan (2005) generalized two morality systems in Vietnamese 
society that regulate formal citizenship education in the doi moi period: traditional morality and 
socialist morality. While the first type of morality — the one rooted in Confucianism — was 
transmitted through various channels including family, school and community, the later bearing 
a “rigid view” was enforced through formal, compulsory schooling, and state mass organizations 
(Doan, 2005, p. 461). Going beyond Doan’s (2005) classification, Nguyen and Nguyen (2014) 
found four values systems embedded in the current (post-doi moi) citizenship education 
curriculum. These values systems are: 
- core values, consisting of moral values (such as integrity, friendship) and law-related 
values. These values are underscored in any time; 
- traditional values (such as reverence to teachers, parents and elders; discipline); 
- modern values (such as self-dependence, self-control, tolerance, democracy, creativity, 
equality); and 
- Vietnam’s socialist values (such as Marxist-Leninist political economics, socialist 
thoughts and principles, Ho Chi Minh’s thoughts). 
Both Doan (2005) and Nguyen and Nguyen (2014) showed that the objectives and the 
learning content of citizenship courses are dominated by the socialist values. The authors argued 
                                                 
16 Research that was mostly conducted by independent Vietnamese scholars or was not 
commissioned by the state or MOET. 
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that citizenship education was primarily used to ‘indoctrinate’ students both explicitly and 
implicitly to the mainstream political ideology, i.e., Marxism and Leninism. Based on their 
“hidden curriculum” analysis, Nguyen and Nguyen (2014) demonstrated the way that politicized 
citizenship curriculum was designed so as to maintain official values and state interest. This idea 
is also supported by research which investigated curricular/textbooks of other social subjects 
such as History and Literature  (Salomon & Vu, 2007; Lucius, 2009), further indicating that 
many modern values and socialist principles presented in the textbooks are in great conflict 
(Nguyen & Nguyen, 2014). Values such as self-independence, individual creativity, freedom, 
democracy and tolerance are found running counter to traditional and socialist values including 
collectivism, obedience, and authoritarianism (p. 90).  
Importantly, Nguyen and Nguyen’s (2014) in-depth investigation into the teaching, 
learning, and curriculum making of CE revealed important insights into various stakeholders’ 
perspectives. Their research showed that student participants generally found the subject to be 
irrelevant to their interests and practical needs. Meanwhile, teachers of citizenship education 
expressed many difficulties and challenges in teaching citizenship. Many of these challenges 
echo public concerns and other research findings regarding citizenship education’s limited role 
and impact within school and in broader society (see Nguyen T.T, 2011; Nguyen & Hoang, 2011; 
Nguyen & Nguyen, 2014; HNEU, 2018). Nevertheless, we still know little about how Vietnamese 
teachers understand citizenship, how they actually enact state mandate of citizenship education, 
or perhaps, engage in reconceptualizing good citizenship in their own teaching. 
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Box 2. Goals of Civic Education subject 
The general goal is to “help students acquire knowledge, skills and attitudes necessary 
to become citizens who possess relevant qualities and competencies to participate in an equal, 
democratic, civilized society” (MOET, Civic Education Curriculum, 2006, p. 5) 
 
Specific objectives in terms of knowledge:  
- Basic knowledge about materialism worldview and dialectic method 
- Understanding key concepts of morality and some moral requirements for a citizen 
- understanding the nature of the rule of law of socialist Vietnam; the role of the State 
in ensuring the implementation of the law, policy making and economic management. 
- understanding the views of the Party line; and important policies of the state on 
building and protecting the country in the current time. 
- understand the nature and role of rule of law in the development of citizen, nation, 
and humanity. 
- understand civic responsibilities in implementing the Party’s lines and state laws. 
- Understanding citizen moral obligations in participating in and developing economy. 
 
In terms of skills: 
- Applying learned knowledge to analyze and evaluate age appropriate phenomena, 
events and issues. 
- Behave properly in line with social values. 
- Know to protect the right, the good, the beauty, and to criticize the wrongdoing. 
 
In terms of attitude: 
- Appreciating the right, the good, the beauty, disagreeing with wrongdoing 
- Love the home country, respect and promote traditional values of the nation. 
- believing in the Partly line; respect state laws and the community’s rules 
- Having ambitions and lofty life goals. 
 
(MOET, Civic Education Curriculum, 2006, p. 5). 
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2.5. Chapter Summary 
In summary, the last two centuries have seen Vietnam going through major historical 
changes: from a feudal society to a French colony with the First Indochina War (by 1954), then 
two divided states of the North and the South embroiled in the Second Indochina War (Vietnam 
War) (1945 – 1975), then a unified nation with a centrally planned economy (1975 – 1986), and 
now a communist with a ‘market economy with a socialist orientation’ (since 1986). Since doi 
moi, Vietnam became swiftly integrated into the regional and global economy with new relations 
with countries and international organizations. Following the economic reforms, these 
developments have brought about significant changes in conceptions of citizenship and 
education goals. It can be stated that much of the progress in Vietnamese education since the 
1990s was driven by Vietnam’s commitment to international education projects with 
multilateral investors. As a result, the revamped education system was meant to prepare 
students for work in a market-based economy, which was arguably supposed to align with 
international donors’ imperatives and ideas of neoliberalizing the national education system. At 
the same time, national education has continued to produce a socialist citizenry who, at the 
bottom line, must be steadfast to the communist regime’s ideology. 
As reviewed in this chapter, research on Vietnam’s citizenship education is limited, 
particularly the one conducted by domestic researchers with a critical perspective. While some 
research studies have pointed out both the normative and practical role of citizenship education 
in Vietnam’s schools, few studies examined the ways in which the state engages in creating and 
advancing official narratives on good citizenship. Given that socialist citizenship remains the 
ultimate aim of Vietnam’s general education, changes in citizenship education over the past 
three decades reveal the differences in representation of what it means to be a good (socialist) 
citizen in Vietnam. The next chapter will continue to review the related literature on citizenship 
and citizenship education.  
- 42 - 
 
CHAPTER 3. LITERATURE REVIEW 
This chapter will first review common interpretations of key terminologies that the 
present research uses. The second section of the current chapter focuses on citizenship 
education, reviewing the international literature regarding the roles and approaches to 
citizenship education at school. It then specifically looks at features of citizenship education in 
some Asian countries highlighted in existing research. Before pointing to a gap in the literature, 
this chapter reviews recent global scholarship on citizenship and citizenship education in the 
context of globalization. 
3.1. Citizens, Citizenship, and Peoplehood 
3.1.1. Basic Definitions 
According to the Oxford Dictionary of Sociology (Scott, 2014), citizens in ancient Europe 
were referred to as members of a city which had certain freedom from the control of a monarch 
or state. In some historical contexts, citizens were regarded as “free men” who had a right to 
participate in political debates. In modern contexts, the term may refer generally to an 
inhabitant of a particular community, or legally, to a recognized subject of a state or nation, 
either native or naturalized (“citizen,” n.d, in Merriam-Webster Dictionary). 
In modern scholarship, the term citizenship can be defined simply as “the set of rights, 
duties, and identities linking citizens to the nation-state” (Koopmans, 2005, p. 7). In other 
words, citizenship refers to the membership of people that is stipulated by a set of common 
rights and duties and determines the extent of civil participation in public affairs of a political 
community. 
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3.1.2. Dimensions of Citizenship 
As with any concept, the concept of citizenship is subject to change. In fact, it is evolving 
with new qualities, and as Burchell (1993) suggests, is still "under construction" (p. 20). 
Citizenship can be generally seen as related to a structure of relationships among the citizens 
and between an individual citizen and the state (Heywood, 1994; Kymlicka & Norman, 2000). It 
can also be seen strictly as “a historical contract between the individual and the state” (Giroux, 
1995, p. 7). Citizenship may mean different things to different people; yet there is considerable 
agreement concerning fundamental dimensions that constitute citizenship. 
According to the sociologist Marshall (1964), citizenship is defined as a status enjoyed by 
a person who is a full member of a community. Citizenship is composed of civil, political, and 
social rights. Civil rights are essential for a person’s freedoms and are institutionalized in the 
law. Political citizenship ensures the rights to vote or participate in the exercise of political 
power in the community. Meanwhile, social rights provide individuals with the health, 
education, and welfare needed to participate fully in their communities. 
Drawing inspiration from the work of Marshall (1964), some political theorists 
conceptualize citizenship as having three main dimensions (Rawls, 1972; Conover, 1995; Cohen, 
1999; Kymlicka & Norman, 2000). The first refers to the rights and duties of the members in a 
political community. This most basic “membership” dimension concerns citizenship as legal 
status that enables the citizen to act by law and claim the state’s protection. The second is 
identified as the political agency aspect of citizenship. Cohen (1999) refers to this dimension as 
“political principle of democracy” that involves participation in political institutions of a society 
(p. 248). According to Conover (1995), this practice side of citizenship includes both political 
participation and civic activity. While political participation aims to directly influence 
government policy through an active citizenship, civic activity manifests in a relatively passive 
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citizenship by which citizens’ law obedience and duty fulfillment only contribute to the 
sustenance of the political system. The third dimension considers citizenship as displaying a 
special form of identity or sense of belonging to a social or cultural group. Conover (1995) views 
the concept of citizen identity as “the affective significance that people give citizenship in a 
particular community,” while the cognitive side of a sense of belonging denotes people’s 
understanding regarding their relationship to the state and to other citizens (p. 135). As Carens 
(2000) indicates, citizens' sense of belonging or the “psychological” dimension of citizenship (p. 
166) is central to the goal of social cohesion. This dimension tends to be subjective and 
ambiguous, making the already complex concept of citizenship subject to controversies (Leydet, 
2014).  
McLaughlin (1992) suggests a ‘minimal/maximal’ continuum for conceptualizing the 
notion of citizenship. According to him, citizenship on minimal views takes only narrow 
interpretations such as in formal, legal, and juridical terms. By contrast, citizenship identity on 
maximal or broader views is conceived in social, cultural, and psychological terms. For example, 
maximal approaches to citizenship virtues would endorse a citizenship that encompasses 
a responsibility to actively question and extend their local and immediate horizons in the 
light of more general and universal considerations such as those of justice, and to work 
for the sort of social conditions that will lead to the empowerment of all citizens. 
(McLaughlin, 1992, pp. 236-7)  
3.1.3. The notion of good citizen 
The notion of a good citizen or good citizenship is highly dependent on the ideological 
and cultural values attached to the approach of defining citizenship. For example, according to 
Cohen (1999), republican or democratic theorists tend to emphasize the active participatory 
dimension of the citizenship principle. Meanwhile, liberals consider personal rights and matters 
of justice the most important. Communitarian theorists, in contrast, are interested in issues 
related to collective identity and solidarity. Thus, it would be hard to have a general uncontested 
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model of good citizenship since normative qualities of a citizen vary in accordance with different 
political and ideological interests.  
Shoeman (2006) briefly summaries the attributes of a good citizen in a constitutional 
democracy, including the following characteristics: understanding of and commitment to 
democratic values, respect for the common good, knowledge and understanding of political 
concepts, issues, structures and systems, higher-level thinking skills and patriotic feeling, social 
skills, and an attitude of participation in democratic processes (p. 132).  
As mentioned earlier, the notion of citizenship is regarding relationships between 
individuals and their state, the type of citizen valued by society is thus defined by the nature of 
this relationship (Crick, 2008). In this sense, McLaughlin’s (1992) notion of the “minimal” 
citizen can be understood as those who are essentially obedient to government: “law abiding,” 
may be “public spirited” but with limited “rational deliberation and self-determination” (p. 236). 
In contrast, the maximal or autonomous citizen “actively questions” and can achieve a 
“distanced critical perspective on all important matters” (p. 242). 
In predominantly Confucian societies with an authoritarian regime such as China and 
Vietnam, the conception of social relationships that critically influence people-making processes 
appears to be distinct in at least two respects. First, the notion of the ideal citizen in these 
societies is often attached to the state’s goals of mass mobilization and collectivism (Keane, 
2001). This is because Confucian principles view the good of society outweighing the good of the 
individual, leading to individual rights being overridden by the nation’s priorities and interests. 
As a result, citizenship education in schools in Confucian contexts is primarily about teaching 
students to be selflessly dedicated to the nation’s interests or national development rather than 
those of individual citizens (Sim, 2008; Chen, 2015). 
Second, relationships between citizens and the state are in many respects characterized 
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by Confucian hierarchical values. In other words, Confucian state socialist societies like China 
and Vietnam command citizens’ extreme loyalty and compliance for the sake of the political 
community even at the expense of individual interests and rights (Pettus, 2004; Burr, 2014). 
This conception seems congruent with McLaughlin’s (1992) conceptualization of ‘minimal’ 
citizenship presented above. Yet, in Vietnam’s unique sociopolitical context, it is important to 
have more evidence as to what discursively constitutes a good citizen and how the dominant 
concept of socialist citizenship is reflective of the traditional and modern elements of 
citizenship. 
In an attempt to encompass dimensions of both moral values and civic rights in the 
conception of citizenship, Grossman and Cogan (2012) propose the construct of the ‘socially 
responsible citizen.’ This concept has some common features with Westheimer and Kahne’s 
(2004) ‘justice-oriented citizen’ in their typology of three types of citizens: the personally 
responsible, the participatory, and the justice-oriented citizen. But as Grossman and Cogan 
(2012) indicate, their socially responsible citizen framework appears to be closest to Berman’s 
(1997) social responsibility perspective. In this framework, a good citizen demonstrates engaged 
citizenship in light of “one’s sense of connectedness, one’s identification with morality, one’s 
sense of larger meaning and purpose” (Berman, 1997, cited in Grossman & Cogan, 2012, p. 5). 
This vision of a good citizen can be regarded as inclusive in that it captures the emphasis on 
moral virtues, personal values and relationship in many contemporary Confucian heritage 
societies. 
3.1.4. Clarification of Key Concepts Used in this Study 
I have reviewed citizenship conceptions that mostly stem from the (Western) context of a 
liberal democratic society. Before more conceptions related to the notion of good citizenship 
with Asian political culture is presented in the ensuing section, it is useful to clarify the terms of 
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citizen and citizenship in the Vietnamese language. Since little past research is available 
concerning this linguistic matter, distinction of the terms is important for my later discourse 
analysis as well as sets the boundary for the scope of the study. In Vietnamese, ‘citizen’ 
technically means công dân, which is a Chinese loanword and primarily appears in legal and 
political documents. Often, it is used in association with description about rights, obligations or 
nationality. In this sense, the term of công dân has only minimal interpretations (Phan, 2012). 
‘Citizenship’ has a variety of Vietnamese translations. Popular Vietnamese equivalents to 
citizenship include quyền/nghĩa vụ/bổn phận công dân (civic right/duty) and quốc tịch 
(nationality). More recent versions of the term citizenship include tư cách công dân 
(citizenship), ý thức/tinh thần công dân (civic disposition/value/attitude), phẩm chất công dân 
(citizenship quality/virtue), and năng lực công dân (citizenship competence) (see e.g., Bui, 
2014; Gian, 2015; Nguyen, Q.V., 2017; Pham, 2017). However, these interpretations have not yet 
gained popularity in state policy and official documents. Notably, while the term ‘citizenship’ in 
English may denote identity, in Vietnamese it rarely carries such meaning. There is a separate 
term commonly used for identity (bản sắc, căn cước, or căn tính). 
A broader interpretation of ‘citizen’ may give it several Vietnamese equivalents such as 
người dân (people, citizenry) or con người (person). These terms are more frequently used in 
policy documents than the ‘technical’ term of công dân (citizen) as explained above. As such, an 
application of fuller meanings of ‘citizen’ (or citizenship) is necessary for some reasons. First, as 
a legal or political concept, citizen may be considered as having the Western origin along with 
the development of modern-states and associated ideas, including “sovereignty,” “welfare,” 
“rights” and “democracy” (Appadurai, 1990, cited in Zhao, 2013, p. 107; see also Lee et al., 2004; 
Anderson, 2006). Second, as mentioned above, the notion of ‘identity’ tends not to be inferred 
from the narrow sense of ‘citizenship’ in Vietnamese language. In fact, ‘identity’ (in Vietnamese) 
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primarily focuses on the cultural dimensions of what is known as ‘Vietnamese national identity’ 
(bản sắc dân tộc Việt Nam). As this study partly illustrates later, the ideas underlying 
Vietnamese national identity have been grounded in a collective memory of traditions, myths, 
legends, and history (Pelley, 2002; Kelley, 2012; Grigoreva, 2014). Given that the interest of this 
study is the politics of constructing national identity and political purposes of schooling rather 
than merely focusing on cultural aspects of identity per se, it is necessary to adopt a broader 
view (and thus translation) of ‘citizenship’ as a sociological term, in association with other 
cultural and sociopolitical determinants. With this in mind, the current research espoused Roger 
Smith’s (2003) concept of ‘political identity’ (see Section  1.3) in an effort to achieve a more 
nuanced discussion of the issue under study. This approach to a broader view on citizenship has 
the potential to capture both Western and Vietnamese concepts of citizenship, allowing me to 
expand interpretations associated with the term ‘citizen/ship’ in the broad meaning, not just in 
the more restrictive sense concerning legal status or realization of rights. In addition, this 
approach is in line with Smith’s (2003) peoplehood framework and the CDA perspective 
adopted by the study at hand (see Section  1.3), central to which is an understanding that 
discursive practices always function in a dialectical interplay with other social dimensions (see 
Jørgensen & Phillips, 2002). 
As many scholars correctly point out, different beliefs and traditions in different times 
about the ideal images of the good citizen significantly shape educational priorities and 
practices. In what follows, I will review the literature pertaining to citizenship education and the 
changing conceptions of citizenship in the context of globalization, which has significant 
implications for Vietnam’s citizenship discourse. 
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3.2. Citizenship Education 
3.2.1. Roles and Approaches 
Each nation seeks to develop its own approaches to educating its citizens based on its 
unique historical conditions. Along with other institutions, school education is designed to meet 
the requirements for a nation’s survival and flourishing. Schools are thus responsible for 
sustaining the nation’s systems, and fostering the values and norms shared by the community 
and its members (Kubow & Fossum, 2007). In general, citizenship or civics education is 
designed to “encompass the preparation of young people for their roles and responsibilities as 
citizens and, in particular, the role of education (through schooling, teaching, and learning) in 
that preparatory process” (Kerr, 2002, p. 1). At the same time, as one of formal and essential 
forms of political socialization, citizenship education at schools contributes to advancing shared 
senses of people-making, primarily through what Smith (2003) broadly refers to as ‘stories of 
peoplehood.’  
Citizenship-related courses across the countries are implemented under various guises, 
including citizenship, civics, social sciences, social studies, world studies, studies of society, life 
skills, or moral education (Kerr, 2002; Harber & Mcube, 2012). As a separate school subject, 
citizenship and civics education may be referred to interchangeably in many contexts, but the 
terms are actually construed differently. As McLaughlin (1992) demonstrates, with citizenship 
being conceptualized along a continuum of ‘minimal/maximal’ interpretations, the definition of 
and approach to citizenship education vary accordingly.  
Kerr (2002) shows that a narrow definition of citizenship that emphasizes exclusive and 
elitist interests of certain social groups results in narrow, formal approaches to citizenship 
education. This type of civics education is content-led and knowledge-based, largely concerned 
with students’ acquisition of understanding of civic rights and duties. In contrast, the other end 
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of the continuum with maximal interpretations of citizenship leads to broad approaches to what 
has been known as citizenship education. Such approaches involve formal and informal ways of 
developing both civics knowledge, values and dispositions for students to effectively participate 
in the society. 
Drawing on McLaughlin’s (1992) ‘thin/thick’ (or ‘minimal/maximal’) conceptualizations 
of citizenship education, Kerr (2002) also generalizes three kinds of citizenship education by 
curricular aims: education about citizenship, education through citizenship, and education for 
citizenship. While education about citizenship mainly focuses on providing students with 
knowledge of national history and state’s political life, education through citizenship goes one 
step further by getting students to ‘do citizenship’ through participating in activities in school or 
local community. Education for citizenship, by Kerr’s (2002) categorization, can be seen as the 
most comprehensive aim as it combines the two above approaches and connect citizenship 
education goals with the whole education experience of students. This last approach is closest to 
Banks’ (2008) ‘transformative’ citizenship education which stands in contrast to ‘mainstream’ 
type (Banks, 2008). 
Aiming to capture a more critical framework of citizenship education, several authors 
have suggested approaches that link aspects of critical pedagogy with an ideal model of 
citizenship education. For instance, Apple and Beane (1995) suggest a “democratic curriculum” 
which enables students to shed the passive role of knowledge consumers and assume the active 
role of “meaning makers” (p. 16). DeJaeghere (2006) also argues for a “critical approach” which 
should replace the term “maximal” as the ideal for citizenship education (p. 307). Along these 
lines, DeJaeghere and Tudball (2007, p. 51) propose what they term “contrapuntal pedagogy” as 
a way to nurture students’ sense of subjectivity, or “the self,” through the “inclusion of non-
mainstream literature, history and ideas.” More recently, Johnson and Morris (2010) propose a 
critical citizenship education framework in which critical pedagogics may enhance their existing 
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citizenship education programs and practice so as to achieve “the emancipation and 
transformation of students and schools towards a better society” (p. 92). 
Such critical approaches to citizenship education align with the CDA perspective that the 
study at hand will adopt. More broadly, an understanding of different approaches to citizenship 
education as presented above is helpful for me to critically examine Vietnam’s citizenship 
education, as well as to envision the possibilities of how it should be defined and practiced. 
3.2.2. Features of Citizenship Education in Asia 
Observing patterns of democratization across countries, many authors agree that 
cultural forces play a vital role in affecting a country’s development and democratization 
processes (Huntington, 1991; Fukuyama, 1992). With regard to citizenship, Kerr (2002) also 
states that there exist apparent differences between the Confucian traditions in Southeast Asian 
societies and the social democratic and liberal democratic traditions in England and its former 
colonies. Such cultural difference also indicates the need to consider citizenship education of a 
country in a close reference with its tradition of citizenship. 
Examining emerging concepts of citizenship in the Asian contexts, Lee (2004a, 2004b) 
suggest two cultural features that uniquely shape citizenship education agenda in (East) Asian 
countries, not only those with the Confucian heritage but also the Muslim tradition like 
Malaysia. First, citizenship education in these countries focus on morality rather than politics. 
Since morality and spirituality are perceived by many Asian educational leaders as core private 
characters of the self to make wise decisions, building moral and spiritual values is important for 
youngsters’ development. Therefore, Asian countries tend to pay attention to values and moral 
education, rather than political participation in most Western democracy’s citizenship 
education. 
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Second, the development of the self and relations receive much attention in many Asian 
citizenship education programs (Lee et al., 2004; Kenedy & Fairbrother, 2004). Explaining the 
meaning of the self in the Confucian tradition, Lee (2004a) shows that it is almost close to the 
Western notion of liberty, with an emphasis on both the liberal oneself and the harmonious 
relationship with others. In this sense, rather than promoting individualism in terms of 
individual rights and responsibilities — key concepts in the West citizenship and democracy — 
Chinese curriculum for example, seek to teach values such as ‘self-control,’ ‘self-reflection,’ ‘self-
cultivation.’ Individuality fulfillment is thus considered “the foundation of being a human, and 
the fundamental requirement of attaining order and harmony of human relationships” (Au, 
1994, cited in Lee, 2004b, p. 27). In addition, Lee (2004b) makes one important point regarding 
the notion of relation. Since relations govern interactions among the individuals as well as with 
the collectivity, the relational perspective would be more helpful than the classical 
individualism-collectivism dichotomy to understand many Asian countries’ citizenship 
education and political activity. Nevertheless, a relation-based social dynamic is also seen as an 
explanation for the durability of “soft authoritarianism” in such countries as China, Singapore, 
or Vietnam (Huntington, 1996, cited in Lee, 2004b).  
In addition to the above two features, scholars pointed out common recurring themes in 
the research on the politics of citizenship education (with its broad meaning) in many parts of 
Asia. For example, Lall and Vickers (2009), in their edited volume, demonstrated how education 
has been used by governments for political socialization in various (semi-) postcolonial contexts 
including China, India, Singapore, Malaysia, the Philippines, Vietnam, Taiwan, and Hongkong. 
As such, history and citizenship education remains highly politicized and its use (or abuse) plays 
a critical role in the politics of national identity. Marie Lall (2009), among others, highlighted 
how culture and tradition preservation has been receiving great emphasis in many Asian 
countries’ school curricula in both explicit or implicit ways. Vickers and Kumar (2015) explained 
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that the promotion of often highly chauvinist nationalisms through schooling has been an 
integral part of state-driven nation-building projects. While sharing Smith’s (2001, 2003) idea 
of political identity construction through peoplehood stories, Vickers and Kumar (2015) 
emphasized the tendency of citizenship being conceived in totalizing, ‘national’ terms in various 
Asian societies. This tendency was observed by Salomon and Vu’s (2007), who investigated 
contemporary Vietnam’s history textbooks and posited that communism and ethno-cultural 
nationalism were the dual focus of Vietnam’s education. Casey Lucius (2009), focusing on 
Vietnamese political decision making, also made important arguments regarding Vietnamese 
conceptions of nationhood in relation to official historical narratives. While the observations 
presented above are significant, there is a need to have further evidence to better understand the 
trajectory of Vietnam citizenship construction and formal citizenship education, particularly as 
viewed at the intersection of economic, political, and cultural domains in the context of 
globalization.  
3.2.3. Citizenship, Citizenship Education, and Globalization 
Since citizenship is concerned with relationships between individuals, communities, and 
states, it changes during periods of social transition when these relationships change. There is a 
general agreement that the most influential international political event of the 20th century was 
the dissolution of the Soviet Union, leading to the demise of the Soviet socialism during the early 
1990s across the globe (Huntington, 1991; Smith, 2003). Since then, conceptions of political 
membership and national identity have been and continue to be fundamentally shifting. 
Together with other historical and political developments across the world associated 
with the end of the Cold War, the late 1990s to the present has seen unprecedented changes 
resulting from globalization. Due to the intensification of transnational economic exchange and 
cultural and social interactions, the idea of a nation-state as a sovereign totality is no longer 
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relevant (Turner, 1993; Cohen, 1999; Leydet, 2014). As Cohen (1999) points out, with the 
emergence of international agreements and supernational legal regimes, “national constitution, 
parliaments, governments and courts are no longer necessarily the highest authority when it 
comes to basic rights” (p. 259). In this regard, since national borders, institutions, and cultures 
appear much less significant, the traditional notion of citizenship premised on the legitimacy of 
exclusive sovereignty of the nation-state has been contested. Many authors argued that such 
developments make it increasingly challenging for citizens to retain their identities as members 
of just one state or one nation (see e.g., Smolicz, 1998). They also maintained that globalization 
processes facilitate the domination of liberal democracy and a common, global consumer culture 
(Law, 2006).  
At the same time, there is a parallel trend in which local cultural autonomy and local 
nationalism are strongly promoted, giving rise to new forms of identities at the local and 
individual levels.  Since local cultures experience global influences in local contexts, the 
globalizing world has created a sense of belonging to the individual person rather than to the 
nation state as in the traditional concept of citizenship (Oommen, 1997; Hermans & Kempen, 
1998). What this means is that globalization presents more opportunities for individuals to 
make a wide range of choices over their own identity (Arnett, 2002).  
In this context, the shifting conception of citizenship inevitably involves changes in 
citizenship education. In fact, such changes in citizenship and citizenship education have 
received significant attention in post-socialist transition research. For example, concerning the 
contexts of former Soviet nations, scholars examined the concepts and practices of post-
communist citizenship in societies where both legacies of the past and newer postcommunist 
developments overlap (Agarin & Karolewski, 2013). Against this backdrop, scholars call to 
consider post-communist citizenship and aspects of citizenship education in their complexity, 
from the angle of wider socio-cultural change that is institutionalized at the world level. It is also 
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noted that in the democratization processes of many countries, citizenship education becomes a 
vital part of educational reforms, with the curricula increasingly focusing on issues of 
democracy, human rights, tolerance of diversity, and social justice (Kennedy, 1997; Harber & 
Mcube, 2012; Ichilov, 2013). 
Studies on post-socialist transformations in China also show how the country’s 
conception of socialist citizenship has been reconfigured, leading to the revising and reforming 
of the citizenship education curriculum (Lee et al,. 2004; Zhenzhou, 2013; Kennedy et al., 2014). 
Given that these changes result from the impacts of globalization, Law (2006) argued that the 
state maintains a principal actor in citizenship education as a process of sociopolitical selection 
and compromise. This argument echoes many other authors’ view as to the continuing powerful 
authority of the state in relation to citizenship in the face of globalization (Cohen, 1999; 
Kymlicka & Norman, 2000).  
In another evolving socialist context, Blum, Smith, and Dawley-Carr (2017) explore 
Cuban young people’s New Socialist Man/Woman or Cuban ideal of ‘buen revolucionario.’17 
While Cuban education continues to stress socialism values, the longitudinal study 
demonstrates that increased market liberalization necessitates new forms of citizenship. 
Struggling to reconcile the contradictions between socialist ideals and the pragmatic reality of 
life, Cuban youth were found undergoing an identity crisis and seeking to take on an alternative 
meaning of global citizenship (Blum, Smith, & Dawley-Carr, 2017). 
3.3. Chapter Summary  
In summary, this chapter has provided common definitions and clarifications of some 
key concepts that the present research uses.  It also reviewed the literature regarding the roles 
                                                 
17 Means ‘good revolutionary’ 
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and approaches to citizenship education at school across the world. Previous research indicates 
that there were major cultural features that inform the theory and practice of citizenship 
education in some Asian countries, particularly those with the Confucian heritage. These 
features include a focus on (a) morality rather than politics (b) the development of the self and 
relations, and (c) the political role of (citizenship) education in relation to the promotion of 
national identity. In addition, recent global scholarship on citizenship and citizenship education 
provides a useful understanding of the shifting modern concept of citizenship and the resultant 
implications for citizenship education in various national contexts. 
A Gap in the Literature 
Such growing academic scholarship on citizenship presented in this chapter is helpful for 
research on the development of citizenship and citizenship education in Vietnam. Indeed, given 
Vietnam’s socialist project has been similar to the Chinese model, much comparative research 
has been devoted to Chinese and Vietnamese politics, (see e.g., Chan, Kerkvliet, & Unger, 1999). 
As a result, Vietnam’s political evolution and activity tend to be perceived to be similar to the 
Chinese case (see e.g., Malesky & London, 2014). However, local contexts play a crucial role in 
the citizenship construction processes; Vietnam is not China and thus, requires a different 
reading from China.  
In addition, although Vietnam has been transforming significantly since doi moi, many 
people outside the country still think of Vietnam as “a war” rather than a country (Napier & 
Vuong, 2013; Nguyen, T.T., 2016). In practice, the fact that it remains one of the few single-
party socialist states in the world with strong economic growth has attracted increasing research 
in contemporary Vietnamese politics and economics. Still, relatively little is known about how 
citizen identity of Vietnamese people has evolved and what role citizenship education has 
contributed to this evolution over the past decades. There is thus a critical need to examine 
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changes in citizenship discourses in Vietnam — an important research area yet remaining 
largely under-studied (London, 2014). 
In this light, this research project sought to fill a gap in the literature regarding 
citizenship education in Vietnam. The study focuses on Vietnamese educational leadership’s 
visions and citizenship educators’ perspectives regarding citizenship and citizenship education 
since doi moi. The next chapter describes in detail the methodology that this research used, 
including the research methods, data collection and analysis, and researcher positionality. 
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CHAPTER 4. METHODOLOGY 
 
This research is a qualitative study that traced the changes in the construction of 
citizenship discourses reflected in education policy, citizenship curriculum and teachers’ views. 
Guided by the peoplehood and CDA theories, this study also used CDA as a primary method of 
analysis. However, as many CDA researchers suggest, it is important to include other 
methodological approaches and a variety of background information which could provide a 
better understanding of the sociopolitical and historical contexts within which discourses might 
be at work, and simultaneously, offer less biased, but broader interpretations of social practices 
(Wodak & Meyer, 2001; Jørgensen & Phillips, 2002). Similarly, Johnson (2014) also suggests 
that a creative, flexible multiple-perspective approach to research and analysis is particularly 
valuable when examining contentious and political education practices because it “not only 
works towards triangulation, but helps contextualize findings within the data and the broader 
contexts of education phenomena” (p. 100).  
In light of this, to address the research objectives, a multimethodological CDA design 
was employed as an overarching approach to identifying, collecting, analyzing and interpreting 
discourses on citizenship and citizenship education. As shown in Figure 1 (see Chapter 1), the 
analysis of text-based data flexibly drew on Fairclough’s (1992b, 1995) three-dimensional model 
of CDA and Wodak and Meyer’s (2001) historical-discourse approach. The three-dimensional 
model in the framework focuses on (a) the linguistic features of the text (micro level), (b) 
processes relating to the production and consumption of the text (meso level), and (c) the wider 
social practice to which the communicative event belongs (macro level). Meanwhile, the 
historical-discourse CDA approach used in this study was primarily concerned with attempts to 
integrate a range of empirical information and “available knowledge about the historical sources 
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and the background of the social and political fields in which discursive ‘events’ are embedded” 
(Wodak & Meyer, 2001, p. 56). In addition, interviews, as one source of such empirical 
information, were approached in a way that data collection and analysis were informed by 
Corbin and Strauss’s (1990) grounded theory method. Further description of data collection, 
data analysis together with how interview data was processed will be presented in the next 
sections of this chapter. Since my background, beliefs, and values undoubtedly affected how I 
shaped my research including how I approached and interpreted data, the last section will make 
transparent researcher reflexivity and my own position within this study. 
4.1. Data Sources and Collection 
Creswell (1998) suggests that a research inquiry with a qualitative nature necessitates 
documents or informants to be selected strategically. Accordingly, to answer the research 
question of this study, information for direct analysis was selected by drawing on three main 
sources: policy materials, curricula and teacher interviews. In fact, in reviewing the history of 
citizenship and education in Vietnam (see Chapter 2), I also used primary government 
documents and secondary sources extensively, a portion of which I was able to access in the U.S. 
libraries and archives. In addition, I reviewed state and non-state-controlled newspapers, 
reports published by international organizations (the World Bank, ADB, and UNDP), and 
emerging online social networks on local educational issues or of Vietnamese teachers, such as 
Facebook groups Quan Tâm tới Giáo dục  (Interested in Education), Chúng Tôi là Giáo viên 
(We are Teachers), Diễn Đàn Đổi Mới Sáng tạo Giáo dục (Forum on Innovative Education). 
This contextual information was important to understand how official discourse surrounding 
citizenship and citizenship education was embraced or challenged by groups outside the state’s 
direct control. While most of my archival research and in-person interviews took place in 
Vietnam during the summer of 2017, I had been continuously accumulating documents and 
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archives for my research in my previous visit to Vietnam in 2015.  
4.1.1. Policy Documents 
The study drew on primary sources of policy archives published from 1986 to 2016 (see 
Table 1). A total of 47 documents were used for direct analysis, yielding approximately 270 
pages,18 including Education Laws, Party’s Resolutions, state policy statements and guidelines, 
ministerial speeches and national reports on education, cultural development and youth issues. 
I focused on this medium as a primary source of information for my discourse analysis because 
(a) policy documents represents official discourse and (b) other information channels such as 
state newspapers, radio, and television would serve similar national propaganda agendas in the 
Vietnamese context. 
Most archival materials used in this study were retrieved in the libraries of Vietnam’s 
Association for Social Sciences, Vietnam’s National Library, and the State Records Management, 
and Archives Department of Vietnam. In addition, some related materials were retrieved at the 
World Bank library in Hanoi, the online OECD collection (www.oecd-ilibrary.org) and the 
online Vietnamese Law library (e.g., thuvienphapluat.vn). As a Vietnamese native, I had full 
access to the archives and libraries once I was issued a library card.  
4.1.2. Curricula and Textbooks 
Although private schools may add some extra content to the school curriculum, in 
Vietnam, the state-sanctioned curriculum is promulgated by the Ministry of Education and 
Training (MOET) and implemented in all schools across the country19. Nevertheless, it is 
                                                 
18 These are pages that I digitalized for use in ATLAS.ti, meaning that after scanning a given 
document in the preliminary stage of data analysis, I only retained pages that contained the 
content directly relevant for the issues under study.  
19 Except international schools based in Vietnam. 
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important to note that in a strict sense, the current curriculum for Vietnam’s general education 
(primary and secondary school level) was only a collection of subject syllabi which was first 
officially issued in 2006. In general, ‘curriculum’ in the Vietnamese context tends to mean 
textbooks which teachers directly draw on for classroom teaching. For this study, in addition to 
syllabi of citizenship-related subjects (Civic Education, Literature, and History) that have been 
used since 2006, I collected textbooks that have been in use from 1986 to the present (see Table 
1). Specifically, two sets of official textbooks of Civic Education subject (in total 16) were used for 
direct analysis. The first set, originally developed in the 1981 education reform, was revised and 
updated between 1987 and 1991 because of international and domestic political transformations 
during this period. The second set of textbooks was developed between 2002 and 2008 and is 
still in use at the time this dissertation report was written (2018). In the analysis, these two 
textbook sets also represent two major periods under study: the doi moi  and the post-doi moi 
periods. This is why the first set of textbooks could be referred to as the 1987 
curriculum/textbooks or the curriculum/textbooks of doi moi; and the second set, the 2002 one 
as the curriculum/textbooks of post-doi moi. Both sets of textbooks and subject syllabi were 
retrieved at Vietnam’s National Library in Hanoi. 
This study focuses on the textbooks and syllabi of citizenship-related subjects at the 
secondary school level (lower and upper secondary). This is because the subject of Moral 
Education at the primary school levels mainly focuses on the early development of character or 
personal qualities. As illustrated in later chapters, moral education, an integral part of Vietnam’s 
curriculum is also included in the secondary education curriculum (for both junior and senior 
high school levels). In addition, citizenship education at secondary levels aims to transmit more 
sophisticated values concerning civic virtues, situating students as citizens in the relationships 
with the state and the wider community (see Appendix 1 for the content in all citizenship 
textbooks from 1986 to 2016). 
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Table 1. Sources of text-based data (official discourses) 
Sources Types Names/Descriptions 
 
Sources for 
direct analysis  
(micro and 
meso analysis 
levels) 
 
Policy documents 
- Education Laws (1998, 2005) 
- Party’s Resolutions 
- Governmental Resolutions, ministerial 
Decisions, Circulars, and Directives 
- Ministerial speeches and national reports on 
education, cultural development, and 
Vietnamese youth issues 
 
Curriculum/Textbooks of 
Civic Education  
- The doi moi textbooks (originally published 
in 1981, revised in 1987, and in use until 2001) 
- The 2006 national curriculum and the post-
doi moi textbooks (2002 - present) 
 
Other sources 
for historical 
analysis 
(meso and 
macro analysis 
levels) 
 
Government documents 
- The Constitutions (1946, 1980, 1992, 2013) 
- Proposals of Strategies for Educational 
Development 
- Regulations and documents published by Ho 
Chi Minh Young Pioneer Organization and 
Youth Union 
- (Online and print) state newspapers on 
citizenship, economic, political, cultural, and 
educational issues 
Curriculum - Citizenship-related textbooks and teachers’ 
books of Literature, History, and National 
Defense Education 
International 
organizations’ documents 
- Reports published by the World Bank, the 
ABD, and the UNDP related to educational, 
economic, and human development 
 
Online social network 
sites and non-state-
controlled sources 
- Online social network on local educational 
issues or of Vietnamese teachers, including 
Facebook groups Quan Tâm tới Giáo dục 
(Interested in Education), Chúng Tôi là Giáo 
viên (We are Teachers), Diễn Đàn Đổi Mới 
Sáng tạo Giáo dục (Forum on Innovative 
Education) 
- Online non-state-controlled/international 
newspapers related to Vietnam’s education, 
economic, and politics issues 
Other sources - Internationally published books, theses, and 
journal articles on Vietnam and other related 
countries. 
4.1.3. The Interviews  
In addition to government documents, including curricula and textbooks, I conducted 
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in-depth interviews with teachers. Interview data helped me answer the question about how the 
notion of good citizenship was perceived by Vietnamese teachers. Interpretations from the 
interviews cast light on the alignment and aberration to the mainstream socialist citizenship 
regarding citizenship conceptions. In fact, the interviews provided me with important 
explanatory insights into teachers’ interpretations of themselves as (good) citizens as well as 
pedagogical and ideological tensions that they experienced in education for citizenship. In 
addition, this method helped me document experiences of those who lived through and were 
involved in citizenship education in the transition period of doi moi in Vietnam. Such 
information helped clarify how (and why) aspects of good citizenship changed (or continued) 
and how the new conceptions were reflected in teachers’ teaching practice. Importantly, in a way 
that policy text and curriculum analysis could not reveal, teachers’ narratives enabled me to 
understand the inside perspectives of their difficulties or enduring dilemmas in teaching 
citizenship. In brief, interviews not only contributed to increase research trustworthiness 
through triangulation of text-based data but was also helpful in providing revealing insights of 
teachers’ beliefs and experiences in relation to citizenship and citizenship education (Lincoln & 
Guba, 1985; Creswell, 1998; Johnson, 2014). 
Between June and September 2017, I conducted semi-structured interviews with a total 
of 15 Vietnamese teachers. Teachers participating in my study were recruited based on 
purposeful sampling using the convenience and maximum variation approaches recommended 
by Miles and Huberman (1994). Accordingly, I decided in advance criteria regarding the school 
subjects that the participants taught, their ages and locations.  I reached out to potential 
participants who were members of online education forums popular in Vietnam such as ‘We are 
Teachers’ (Chúng Tôi là Giáo viên) and ‘Interested in Education’ (Quan Tâm Tới Giáo Dục). I 
also selected teachers who were recommended by my friends and colleagues. Those who 
expressed interest to participate and met the criteria of the study were sent a short description 
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of my research. We then reached an agreement regarding the time and place for the interview 
meeting. During the data collection time, I constantly reviewed the notes from interviews, 
compared the notes from all interviews, and explored their connections to the literature until I 
saw that a saturation point was met, meaning that almost no new information on key themes 
emerged (Crotty, 1998; Guest, et al., 2006). It should be noted that similar to my collection of 
government documents, the interviews did not take place as a one-time phase but rather as a 
procedure recurring between rounds of analysis. In this sense, Meyer (2001) was correct in 
suggesting that discourse analysis can be similar to the grounded theory method in that data 
collection (of both methods) should not be treated as “a phase that must be finished before 
analysis starts but might be a permanently ongoing procedure” (p. 18). 
The use of a vignette. As part of the multi-method approach, one of the interview 
techniques I employed was using a vignette which was based on a real story of a teacher whose 
name is Tran Thi Lam. This teacher, deeply disturbed by the incidents that caused severe 
pollution in her hometown in 2016, posted a poem on her personal Facebook. Her widely 
dispersed poem was later forced to remove by local police because it was considered ‘potentially 
causing negative social effects.’ According to Hughes and Huby (2004), the vignette technique is 
a method in qualitative research to elicit perceptions, beliefs and attitudes from responses or 
comments to a given story or situation. It is particularly useful in exploring potentially sensitive 
topics that participants might otherwise find difficult to discuss (Hughes & Huby, 2004; 
Kandemir & Budd, 2018). Representing a typical and well-known case, the vignette about 
teacher Tran Thi Lam was worthwhile to study because of two main reasons. First, it provided a 
less personal and thus less threatening way of exploring citizenship as a civic right, a sensitive 
topic in the Vietnamese context. Second, it helped to explore teachers’ judgments and opinions 
regarding the practice of good citizenship, particularly associated with teachers as citizens in a 
specific situation.  
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In the interview, as teacher participants shared ideas about good citizenship, I steered 
the conversation to the case of teacher Tran Thi Lam by asking them if they knew about the case. 
Since all the participants knew it, I only retold it briefly and asked them about their perspectives 
regarding the practice of (good) citizenship. Their responses centered around (a) their reactions 
to teacher Lam’s posting the poem on Facebook, (b) teacher Lam’s poem being put down 
because of the authority’s demand, and (c) reflections of the interviewed teachers on themselves 
as (good) citizens. Further description of the vignette and the related findings are presented in 
Chapter 5 (see Section  5.1.3). 
Interview participants’ information and the interview process  
Half of the participants (7 out of 15) were between the ages of 30 and 35, three were 
between 40 and 45, two between 20 and 30, and only three between 50 and 65 (see Table 2). 
This means that only the last group who had teaching experience during the doi moi time. 
Because I was not able to invite more retired teachers to my study, my original intention to 
research teachers’ identities as socialist citizens during the doi moi era was not achieved. 
Nevertheless, both older and younger teacher groups who participated in the study provided me 
with their interesting narratives about what it actually meant to be a good citizen during the doi 
moi period. Among the participants, the majority were public teachers except three: One had 
moved to a new private school for two years, one just started his full-time graduate study, and 
one moved to another non-teaching career. All participants taught citizenship-related subjects, 
i.e., History, Literature and Civic Education. Two teachers taught Civic Education in addition to 
History and Literature -- the subjects that they were officially specialized in. The teaching of CE 
by a teacher of another subject is rather common particularly in rural areas of Vietnam where 
there is a lack of teachers. Five out of 15 teachers were based in cities, whereas the rest (10) was 
based in provinces located in the North, Center, and South of Vietnam.  
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All the interviews were conducted either in a café or bookstore, which were locations 
suggested by the teacher participants. Each interview lasted 60 to 120 minutes. They were 
conducted in Vietnamese and recorded with the teachers’ permission with the exception of two 
cases they did not allow me to record, so I took notes during our conversations. In most cases to 
prepare for the official interview, I met in person or spoke, via phone, with the participants in 
advance. Although the individuals who introduced me to the participants acted as trustworthy 
guarantors, our informal talks helped develop a rapport with the teacher participants, so that 
they could openly share their views with me in the formal interview. 
In terms of interview questions, the interview covered two broad sections: (a) teachers’ 
views about citizenship and (b) their views about teaching citizenship education. Questions 
related to teachers’ demographics and background were asked during the actual interview 
or/and in the chat(s) that I had with the teachers before the interview. Regarding the first 
section, I focused on their conceptions of citizenship, markers of a good citizen, and their 
perceptions of citizenship changes. In this section, I also incorporated the vignette of teacher 
Tran Thi Lam to explore teachers’ opinions of citizenship as a right in a specific context. The 
second section included questions about teachers’ view about citizenship educational aims, 
challenges facing them in teaching citizenship, and the good citizenship education practices they 
actually implemented in their classrooms. It should be noted that for each key topic within the 
interview content, there were at least two related questions that I asked in different times during 
the interview. This approach helped me confirm the information, and importantly, to elicit more 
insightful answers as the interview proceeded further and the teachers became more open. For 
example, the question “what do you think about good citizenship?” asked at the beginning of the 
interview was backed up by the question that I asked later about their teaching practices:  “what 
kind of citizenship do you want do instill in your students through such practices?” (see 
Appendix 2 for the interview protocol).  
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After the interviews, I continued to keep in touch with the participants to debrief the 
interviews, clarify my notes, or simply ask for further information that I needed, even after my 
data analysis stage. In addition to interviews with teachers, I had personal conversations and 
consultations with policy makers, schoolteachers of other subjects, school administrators, 
teacher educators and retired professors. 
Table 2. Teacher participant information  
 
4.2. Data Analysis 
Given the broad scope of data analyzed for this study, only policy documents were 
analyzed at all three levels of discourse, which are discourse-as-text (micro), discourse-as-
discursive practice (meso), and discourse-as social practice (macro) levels. Citizenship curricula 
and other text-based data were analyzed at the meso and macro levels and with less 
microlinguistic emphasis. Interview data was treated separately, and its results were juxtaposed 
with text-based data from the meso level of analysis. 
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I began the text-based analysis as soon as my research proposal of this study was 
developed. In fact, my early data analysis informed the subsequent data, and this data analysis-
collection iteration continued until I completed data collection for the interviews. Starting with 
the micro level of discourse-as-text, I was concerned with the linguistic features of texts from 
which discourses and genres are realized linguistically. In reading closely the empirical texts 
many times, I attended to vocabulary, syntax, words’ lexical associations, grammar features and 
rhetorical components along the themes of the sub-research questions. For example, I examined 
these linguistic aspects related to these terms (and especially their collocations): ‘công dân’ 
(citizen/ship), ‘người/con người/nhân dân/dân’ (individual/person/people) and ‘bản sắc’ 
(identity). I used ATLAS.ti, a qualitative data analysis software package to assist me with 
descriptive analysis of occurrences of keywords, word pairs, expressions and sentence 
coherence.  
At the meso level of discourse-as-discursive, I attended to discursive strategies and 
patterns in these texts from which themes related to socialist citizenship accounts emerged, for 
example economic, political, or constitutive peoplehood narratives. Analysis of discursive 
practice took into consideration how authors of texts draw on already existing discourses and 
genres to create a text, and on how receivers of texts also apply available discourses and genres 
in the consumption and interpretation of the texts.  
From this level (to the macro level), following Wodak and Meyer’s (2001) historical-
discourse approach, I incorporated related background information to attempt to interpret the 
situational, institutional and social settings in which discursive practices were embedded and 
related to. I also compared codes from the text-based analysis with the axial coding results 
derived from the interview analysis (as described later). For example, representations of 
citizenship in policy texts and citizenship textbooks were juxtaposed with teachers’ depictions of 
good citizenship to observe alignments and differences that emerged. At the same time, 
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comparisons were also made cross time between the doi moi period and the post-doi moi one. 
For notable differences emerging during the post-doi moi era, I sometimes divided this later 
period into two phases, i.e., the 2000s and the 2010s for more accurate comparisons. 
One of the challenges I encountered in the first two levels of analysis was Vietnamese-
English translation of text-based documents. In order to translate into (modern) English words 
or phrases of the high socialist period particularly used for propaganda purposes, I had to read 
historical documents that include such terms. Yet, trickier was dealing with translating a 
particular Vietnamese text without losing the original grammar structure or discursive strategy 
used in a way that is different from English. For cases that I wanted to demonstrate how the 
language worked, following Schneider’s (2013b) helpful suggestion, a word-by-word translation 
(with footnote/explanation) helped retain the original wording, syntactic feature or/and related 
cultural significance.  
Finally, moving to the macro level of discourse-as-social practice, I examined the 
intertextual relationship of the texts and social practices. Macro-sociological analysis of this 
kind, aided with the theory of peoplehood, helped to explain why some changes in discourses 
about citizenship took place, particularly, revealing the ways in which dominant ideologies were 
presented and promoted as objective and natural. While the findings of the first two levels above 
are primarily presented in Chapters 5 and 6, the findings of the third level of analysis concerning 
explanations of why changes in discursive practices occurred and how they informed teachers’ 
understandings and practices are presented in Chapter 7 (Discussion) as well. 
With regard to qualitative analysis of interview data, based on suggestions of Creswell 
(1998) and Corbin and Strauss (2014), my analysis followed these rounds of coding: 
(1) Open coding. Upon transcribing interviews and reading the data sets several times, I 
attempted to find categories initially based on the research questions. Going through the 
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transcripts many more times, I developed (sub)categories and revised the initial coding based 
on the meanings that emerged from the data. In this round, I also used a set of special notations 
suggested by Chilton (2004, p. 206) to mark hesitations, intonations, and other spoken 
language’s qualities. The analysis of such features allowed me to explore how, for example, 
inflections and intonations shaped the statements, and thus to capture important meanings 
related to citizenship and education in teachers’ accounts.  
(2) Axial coding. I re-examined data and categories, looking for the conceptual elements 
and organizing the categories into codes. These codes then were connected to each other to 
explore causal and generic relationships that may influence the discourses under study. While 
integrating categories and merging themes from both interview data and text-based materials, I 
constantly compared codes from the interviews with those in policy texts and textbooks, and 
asked questions regarding the relationships among the codes.  
(3) Selective coding. I developed core themes from the categories that described, for 
example changes/continuities in citizenship discourses, teachers’ perceptions of good 
citizenship and their challenges in citizenship education. This round of analysis was also 
performed in parallel with CDA’s meso and macro levels of text-based analysis. As such, I was 
able to compare teachers’ interpretations against the official ideals of good citizenship and look 
for the argumentative strategies that teachers used to make sense of socialist citizenship and of 
challenges they confronted in their teaching. Herein, I also tried to interpret the contexts in 
which teachers’ beliefs were produced and the ways their views and experiences were linked to 
wider social ideologies. 
Just as I wrote reflections in all research stages of this study, my memo-writing 
throughout the data collection and analysis phases helped me to critically reflect on the 
difficulties I encountered and the choices I made as I analyzed the data. These reflective memos 
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were extremely helpful in illuminating the challenges I experienced in collecting and analyzing 
data related to Vietnam, a transitional context characterized by unique sociopolitical features. 
Memo-writing also assisted me with analyzing and interpreting data. Particularly in the meso 
and macro levels of document analysis and in the axial and selective coding rounds of interview 
analysis, writing memos enabled me to revisit categories and thus “ensured that observations 
could be checked against layers of analysis” (Johnson, 2014, p. 108). The memo-writing and the 
analysis were conducted in English and Vietnamese both of which I felt comfortable working 
with. But segments of the interviews used for direct quotations in the report were later 
translated into English and cross checked by one of my friends for accuracy.  
4.3. Researcher Reflexivity and Positionality 
As several scholars have indicated, most citizenship-related research are dominated by 
the Western literature (Lee et al., 2004; Grossman et al., 2008; Kennedy et al., 2012). This 
present study is not an exception in that it draws on the theories of peoplehood and CDA and 
makes considerable references to the English literature. Given that some key concepts with 
Western origins or close association with Western politics offer useful interpretations, scholars 
point to the limitations of using Western conceptual lenses in researching non-Western 
societies. For instance, while it may not be able to capture the complex non-Western realities, 
the use of Western-centric paradigms tends to devalue and marginalize alternative 
interpretations (Tikly, 1999; Silova, Sobe, Korzh, & Kovalchuk, 2017). Moreover, Lee (2004a) 
suggests that citizenship education agenda proposed by research which was conducted in non-
Western contexts tends to come from where the concept originates. In this regard, it is argued 
that educators who participate in transforming (post-)authoritarian, post-colonial, and post-
socialist societies continue to be recipients of Western ideas of democratic citizenship (Silova et 
al., 2017). In light of this, the following is some valuable reminders that I kept in mind at every 
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point of my research, while making an effort to overcome an over-reliance on Western-centric 
‘modes of thinking.’ 
First, the adoption of two theories in my study, which are both grounded on 
constructivist perspectives, encouraged me to have a level of critical, multidimensional, 
reflective, and contextually specific interpretation of historical and social practices of citizenship 
education in Vietnam. In addition, many notions of Smith’s peoplehood theorization used in this 
study (for example political community, collective memories, identity, nationalism) were 
actually advanced by Benedict Anderson, a scholar spending his life time studying the ideas of 
‘imagined communities’ and nationalism in South East Asia, including Indonesia and Vietnam. 
Yet, since meanings are changing and context-dependent, I always tried to maintain open to 
potential alternative insights that could also adequately explain the phenomenon under study 
(see Maxwell, 2008). 
Second and methodologically, as described in the previous sections, the use of the 
multimethodological CDA design helped me capture the complexities of the research issues 
including the nuances of what good citizenship meant in the context of a transitional socialist 
country. In other words, including voices of teachers who were considered assuming a passive, 
subordinate role geared me toward producing research knowledge “that helps create spaces for 
the voices of the silenced to be expressed and ‘listened to’ […]” (Smith, 1999, p. 198). 
Interestingly, this very perspective also positioned me to realize that rather than trying to resist 
the ‘West’ or any particular Western method, I believe that a method itself, like a tool, is not 
ideological, but it is what people do with it and how people use it. This idea was also one of the 
arguments that Schneider (2013b), a critical discourse analyst, made in addressing critiques of 
discourse analysis being a ‘Western’ project. In a sense, I was particularly reflective upon my 
own perspectives as I adopted the Western theoretical lenses to observe my society, yet I was 
also inclined to agree with Schneider (2013b) who stated that  
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[a]s much as the unfair system we live in today deserves to be questioned, so too do we 
need to be critical of the kinds of human practices that made that system possible in the 
first place – and these practices are engrained in much smaller units than nation-states 
or imagined regions such as “East” and “West”. They are part of the daily interactions of 
people around the world, and throughout history. That is precisely what discourse 
analysis can help us understand. (Sneider, 2013, para. 19)  
Thus, in examining ideological discourses in Vietnam using the CDA method, I realized that my 
ultimate research endeavors were to unmask power abuse and resist the oppression of human 
practices, rather than rigidly attempting to associate such form of domination to any specific 
culture, the East or the West.  
It is apparent that the use of CDA in dealing with ‘politically sensitive’ issues presented 
(potential) challenges that I needed to handle and anticipate. As alluded elsewhere in my study, 
research with a critical perspective that involves challenging state’s agendas or dominant 
discourses is particularly not welcome in Vietnam. Indeed, in authoritarian contexts, CDA is 
known as a “risky enterprise” in which both participants and the critical researcher may face 
“backlash” ramifications (Koh, 2008, p. 308). As a result, I made efforts to minimize risks; for 
example, in addition to maintaining confidentiality as part of ethics guidelines required by my 
institution, I approached participants in ways that encouraged their sharing information but 
respected their decision to withhold it if necessary. For myself, I also tried to conduct CDA in a 
way that the research presented as a constructive scholarly contribution toward a better society 
rather than a political threat to the authority.  
Given the disruptive and potentially biased nature of CDA, I also strove to mitigate 
subjectivity, for example by letting themes emerge from the data rather than looking for and 
confirming possible biases and presumptions (see Section  4.2). Also, during the course of 
research, I constantly retained self-reflexivity by writing memos, debriefing with my peers and 
teacher participants, making transparent my obstacles and choices, as well as my assumptions 
and sociopolitical position (Wodak & Meyer, 2001; Rogers, 2004). Above all, the use of 
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methodological and theoretical triangulation gave the research a multiperspectival vantage, 
facilitating me to make more insightful and credible inferences.  
Positioning myself within this study 
I was born after the Vietnam War, and during doi moi of the late 1980s, I was a student 
in socialist schools in a city in the north of Vietnam. I consider myself the “bridge generation” 
who spans “the old communist era and the free market era of the current transition economy” 
(Napier & Vuong, 2013, p. 109). More importantly, I see that we are “the first [Vietnamese] 
generation in five millennia to have known only peace in [our] lifetime” (Pond, 2014, para. 20). 
We were taught the values of socialist citizenship. We also had deep appreciation for enormous 
sacrifice of the previous generations for our country’s independence and peace. At the same 
time, many people of my generation, particularly those who have become educators like me, 
have repeatedly come across their students’ or younger generations’ ambivalence toward the 
kind of citizenship they should have for modern society. Should they take to heart citizenship 
lessons concerning the socialist citizen model and Vietnamese Marxism-Leninism at school? Or 
should they follow what has been more valued in real life where the principles of the market and 
of the privileged dominate? How can they make sense of the inequalities they observe or 
experience in the society? What citizenship qualities are expected of them to live in an 
increasingly diverse and changing world? No one has given them clear answers, including their 
teachers.  
I took my undergraduate studies in the late 1990s in Vietnam when the country was 
already embarking on doi moi. In fact, I was among people of the first generation who received 
formal training in English in the upper secondary education (instead of Russian) after doi moi. 
My major in English provided me with a great opportunity to have access to materials published 
in English and information that was not necessarily under the censorship of the communist 
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state. While working as a college teacher, critical thinking became of great interest to me. As I 
grew critical of paradoxes happening around me, I engaged with exploring the question “Why is 
there a lack of critical thinking in our society? Is it because Vietnamese students don’t have it, or 
because critical thinking is suppressed and discouraged at school?” My graduate studies in 
‘Western’ countries later furthered my critical perspectives toward the bureaucratic and 
authoritarian state in my own country. At the same time, the more I encountered uncertainties 
and ambivalence in my students and colleagues, the more I wanted to understand the country’s 
histories. The more I engaged in learning about the past, the more I realized how deeply I was 
concerned about the future of the country and its education system.  
Being aware of my own positionality helped me become sensitive and reflective when 
approaching the teachers for interviews in my research. In fact, thanks to the references and 
networks I had, I was very much welcomed by the teachers and able to quickly establish trust 
with them. Nevertheless, I totally understood moments when some of the teachers at times 
viewed me as if I were a university professor (or at least belonging to the elite academia). 
Particularly, if some of them knew that I was doing a PhD in the United States, I would 
experience a certain level of reservation, less openness or sarcasm in their answers to some of 
my questions. For example, when talking about inequalities in the Vietnamese society, a teacher 
made a comparison with the United States, emphasizing that injustices and inequalities were 
everywhere, “even in the capitalist country where you (I - the researcher) are studying.”  In 
interrogating and reflecting on my positionality, I found experiences and advice of researchers 
in other post-socialist contexts extremely helpful (see Silova et al., 2017). Accordingly, I 
understood that it was important for me, through extensive reflections and informal talks with 
educators, education consultants, and teachers, to confront my subjectivity, negotiate my biases 
and acknowledge the privileges that were attributed to me as part of my social identities 
(Gardinier, 2017; Lambrev, 2017). At the same time, I realized that alongside my efforts to re-
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negotiate my positionality, the shared professional and life experiences, cultural beliefs, and 
personal interactions which I had with the teacher participants could significantly bring me as a 
researcher closer to them. 
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CHAPTER 5. STATE VISIONS OF CITIZENSHIP AND CITIZENSHIP EDUCATION 
THROUGH PEOPLEHOOD STORIES (1986-2016) 
 
This chapter presents findings pertaining to the changes and continuities in state visions 
of good citizenship. It does so by examining types of peoplehood stories embedded in state 
discourses of education policy and citizenship curriculum. Specifically, it analyzes 
representations of the ideal citizen and associated changes to socialist citizenship as a political 
identity and an educational aim as manifested in state policies, leader speeches and Civic 
Education (CE) textbooks.  
In this chapter, I sequentially take on the lenses of economic, political, and constitutive 
peoplehood stories to dissect the state’s visions of citizenship over the 1986-2016 period. It is 
important to note that although presented separately, in reality the three types of peoplehood 
stories intimately blend together. In addition, as mentioned before, the analysis focuses on the 
time period between 1986 and 2016, which is split in two major periods according to two 
renewals of the curriculum/textbooks starting in 1987 and in 2002. As described in the 
Methodology Chapter, these two periods respectively reflect the doi moi and post-doi moi eras, 
yet the division of the period is only relative. This is because while the state makes a new policy 
in a given period, its actual enactment at the lower levels, as well as associated changes or 
residual impacts, follows years later. In the following analysis, the 1987 curriculum/textbooks 
can also be referred to as the curriculum/textbooks of doi moi, and the 2002 one as the 
curriculum/textbooks of post-doi moi. Nevertheless, while the post-doi moi set of textbooks is 
still in use as of the time this dissertation research was written (2018), there have been certain 
changes to education policy, particularly at the turn into the 2010s. Therefore, at times I split 
the post-doi moi era of the 2000s and the 2010s periods for more accurate comparisons. In 
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addition to the comparison of the doi moi and post-doi moi periods, I also engaged with minor 
comparisons of the pre-doi moi period. I will leave important points for further discussions in 
the final chapter of this report. 
5.1. Economic Stories 
Economic stories in Vietnam’s official discourses since doi moi range from the party-
state’s accounts regarding achievements in, for example, living standards, production and 
export performance, market reforms to national goals for economic development. These 
accounts, often told in highly positive terms, sought to intensify the role of the government/CPV 
as the engineer of the economic reforms, author of economic achievements, and moderator of 
negative effects of a market-oriented economy. In the education discourse, these stories were 
sustained with a view to highlight the normative importance and actual attainments of the 
education sector in pursuing national socioeconomic development agendas (MOET, 1989; 1993; 
1996; 2000; 2008; 2014; 2016). Such stories can be viewed as part of the state’s broader 
peoplehood efforts to advance both trust and worth regarding economic benefits for the 
Vietnamese people within the context of market-oriented reforms. 
For example, as indicated in the analysis below, the narratives glorifying labor and 
‘laborer-people’ (nhân dân lao động) in the new state socialist regime (after 1975) continued to 
be promoted in the early years of doi moi. It was extensively stressed that only in the socialist 
system (as opposed to the feudalist, French colonialist, or American capitalist societies of the 
past) the value of labor and hard work of laborer-people was fully acknowledged. In so doing, 
these narratives bolstered the legitimacy of the CPV, which claimed – and continue to claim – to 
be a trustworthy representative of ‘laborer-people’ or the working class that is leading the 
country to prosperity and happiness for its people. A close analysis of such narratives reveals 
nuanced changes in the state vision of the ideal citizen and citizenship in the face of economic 
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and social transformations. 
5.1.1. The Ideal Citizen: From Laborer to Entrepreneur 
The citizenship education discourse during doi moi depicted the ideal citizen as a hard-
working laborer, continuing the North’s education discourse before the country’s reunification 
(1975). Labor (lao động) was the top priority in successfully building socialism. Both manual 
and mental work, as representing a variety of professions, were said to be equally valued (CE 11, 
1991, pp. 84-86). It is interesting to note that ‘intelligentsia’ was rarely mentioned in citizenship 
textbooks or only included as a social class to be allied with the working class (workers and 
farmers) (e.g., CE 11, 2015, p. 51). Further, since the bourgeois was not considered belonging to 
the working class or the proletariat, trading and business-related activities and associated 
attributes never came up as characterization of good citizenship. Hard work (of ‘laborer-people’ 
[nhân dân lao động]) was glorified as a national virtue to ensure economic well-being, 
prosperity, happiness, and equality among the entire Vietnamese people.  
In this sense, many texts in the 1987 citizenship curriculum were accounts of exemplary 
socialist workers, such as Ho Giao, Ngo Gia Kham, and Nguyen Hai Thoai, who were honored as 
‘labor heroes’ (anh hùng lao động) for their virtues and extraordinary contributions to economic 
production. An attitude toward labor was conceptualized as a measurement for the new socialist 
citizen’s virtue, which is demonstrated in texts such as the following excerpt: 
An attitude of loving labor is the measurement of a socialist citizen’s virtue. A love for 
labor represents a fundamental socialist morality. Only those who love labor can become 
good and honest citizens and have determination to become new socialist citizens. (CE 6, 
1987, p. 30) 
As such, hard work or diligence was emphasized as a socialist ethic, a revolutionary morality, 
and a worthy duty of a socialist citizen.  
As Vietnam embarked on a national industrialization and modernization project by the 
early 1990s, two notable new interrelated aspects emerged in the economic narratives. The first 
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aspect reflects a milestone shift in the state’s view toward citizens’ participation in non-state 
sectors’ economic activities. The second change concerns the way economic accounts 
emphasized the need for a workforce oriented to the requirements of the economic reforms. 
Non-state sector business engagement 
During the doi moi era, state rhetoric shows that citizens were encouraged to participate 
in any forms of economic sectors, including household businesses, cooperatives, and private 
businesses. Together with the state sector, these forms of business constituted what was then 
called a multi-sectoral market economy. Yet, in the early years of doi moi, pursuits for 
materialistic benefits and individualism were still considered antithetical to the traditional and 
socialist values. Party members were strictly prohibited to ‘do private enterprise’ because they 
would be regarded by the Marxists as involving in exploiting the working class. 
In 2006, up to twenty years after doi moi, Party members were officially allowed to 
participate in the private sector (CPV, 2006). This permission also meant that Party 
membership was now open to private businesspeople, who were previously excluded for being 
seen as the capitalist class, i.e., oppressors of the working class. This critical ideological shift 
enabled state support for grassroots movements in which citizens engaged in self-employment 
enterprises, for example: 
[Vietnamese youths] of the new generation [...] have the will to rise in learning, working, 
making a living, and getting rich […] The state provides favorable conditions for the 
youth to generate jobs and to set up enterprises, contributing to the cause of 
industrialization and modernization and helping the country escape from poverty and 
backwardness. (CPV, 2008, pp. 2-6)  
Compared to textbooks of doi moi, textbooks of post-doi moi had a separate section 
dedicated to themes on economics (CE 11, 2015) rather than several chapters across the grades 
as in the doi moi curriculum (CE 8, 1987; CE 9, 1989). While the doi moi textbooks only focused 
on economic rights and obligations of citizens, the section Citizens with Economy in the post-
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doi moi citizenship textbook extends the foundational economics-related knowledge, including 
the operation of markets, market principles and laws (see Box 3). Although it is not clearly 
evidenced in citizenship textbooks, models of young citizens, especially members of the Ho Chi 
Minh Communist Youth Union, succeeding in private business and ‘getting rich’ (làm giàu) 
were widely propagated in the state-controlled mass media in the post-doi moi period. Other 
post-doi moi textbooks, for example Vietnamese language or Literature, also contained learning 
units that honored entrepreneurs. For instance, in the Vietnamese language textbook grade 4 
(2015), Bach Thai Buoi, a well-known businessman of the French colonial time was even 
featured as an “economic/entrepreneur hero” (anh hùng kinh tế) (pp. 114-6). Nevertheless, the 
contemporary citizenship curriculum does not include any content pertaining to 
‘entrepreneurship education’ that many other countries may have.  
 
Box 3. Content on economics-related knowledge in post-doi moi citizenship textbook 
CITIZENS WITH ECONOMY  
1. Citizens with economic development  
2. Goods - Currency - Market  
3. Value Law in manufacturing and circulation  
4. Competition in production and circulation of goods  
5. Supply and demand in production and circulation of goods  
6. Industrialization and modernization of the country  
7. Implementing a multi-sectoral economy and strengthening the role of the state's 
economic management. 
                                                                                                           (CE 11, 2015, pp. 3-65) 
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A high-quality workforce 
In addition to the state’s new policy pertaining to citizens’ extended economic 
participation, economic accounts since the 1990s emphasized the need for ‘high quality human 
resources’ (nguồn nhân lực chất lượng cao). In fact, well-known Vietnamese economists such as 
Ms. Pham Chi Lan remarked that Vietnam’s national economic growth and performance based 
on GDP tended to be viewed as the primary indicator of a ‘progressive and modern nation’ (Bao 
Nhu, 2018; Vietnamnews, 2018). The ambitious three-tier educational goal first conceived in the 
mid-1990s to “improve the population’s knowledge, train human resource, [and] develop 
talents” (CPV, Party Congress 3, 1993; CPV, 1999a) tended to be reduced to a single focus, that 
of ‘human resources development.’ With this focus, students were supposed to study hard and 
develop themselves so as to provide a highly skilled, productive and adaptive workforce for the 
national modernization project. This idea was extensively expressed in education policy texts 
and political speeches (e.g., MOET, 1996; MOET, 2001). Specifically, viewing the market-based 
economy as creating competitive, demanding, and fast changing conditions, the National 
Strategies for Educational Development 2001-2010 (SRV, 2001) confirmed the urgent need to 
produce a highly productive and quality workforce. To this end, it stated that students should be 
equipped with the fundamental skills such as “self-study, synthetical-analytical thinking, 
problem solving, and adaptation” (SRV, 2001, p. 5). In addition, they should develop “civic 
consciousness and responsibility, respect of law, be humane, truthful, diligent, active and 
creative” (SRV, 2001, p. 6). In a speech addressing the National Assembly on November 5th, 
2004, Minister of MOET, Nguyen Minh Hien stated a similar view as he called for more 
vigorous and profound reforms in the education system. He asserted areas of change that 
Vietnam’s education needed to make, including: 
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to create high quality human resources, education [should serve as] a driving force for 
industrialization and modernization, and a fundamental element for social development 
and for rapid and sustainable economic growth. […] Vietnamese citizens should 
embrace a strong will and good qualities of nationality and of the new era. [...] Schools 
are supposed to produce young generations who are honest, active, creative, and 
cooperative. In addition, they need to have ambitions, a determination for rising, self-
dependence, and self-employment to help the country get out of poverty and 
backwardness. (p. 7-8; emphasis added) 
In order to create a quality human resource, many efforts have been geared toward the 
reform of various aspects of education since the mid-1990s. Nevertheless, the education system, 
faced with many chronic and unprecedented challenges, was severely criticized for being unable 
to achieve the goal of satisfying the requirements of the labor force. In fact, Pham Minh Hac 
(1999), former minister of MOET, delineated a range of issues that Vietnam’s education system 
confronted: obsolete pedagogies, lack of quality teachers, exam orientation, confusion regarding 
the mission and objectives of the education system, and the most serious complaint of all: 
education was not producing the citizens Vietnam needed for the national modernization 
project. These ideas were also reiterated in the National Strategy for Educational Development 
Plan 2001-2010 (SRV, 2001) in which the education system was described as ‘backward’ and 
‘obsolete.’ 
5.1.2. Citizenship Education: Developing Independent, Active and Creative 
Learners  
Emerging from the policy discourse surrounding education reforms for the national 
modernization project was representation of a new generation, which was expected to have a 
new set of qualities necessary for high quality human resources. Specifically, self-
motivated/self-starting, independent/self-dependent, self-employed, active and creative were 
among key terms used to describe characteristics of an ideal student in the education policy 
lexicon since doi moi (Table 3). They tended to be presented as fundamentals of youth’s good 
citizenship in terms of academic endeavors for a better future. In citizenship textbooks, each of 
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these key qualities was taught in a complete lesson or was incorporated with other moral values 
(see Appendix 2). 
There are two observations concerning the emergence of these qualities in the education 
reform discourse. First, many of these qualities in Vietnamese language start with tự, meaning 
‘by one’s own effort.’ Some examples include tự giác (self-motivated), tự chủ (self-controlled, 
self-reliant, self-dependent), tự tin (self-confident), tự khẳng định (self-assertive), tự hoàn thiện 
bản thân (self-improvement), tự chịu trách nhiệm (self-responsible), tự tu dưỡng (self-
cultivation), tự phấn đấu (self-effort), tự học, tự nghiên cứu (self-study), tự làm giàu tri thức 
(self-enrich ones’ knowledge), tự tạo việc làm (self-employment), tự lập thân (on one’s 
own/establishing one’s position), tự lập nghiệp (self-entrepreneur). These words suggest the 
idea that contemporary Vietnamese youth should not be passive, dependent people or must not 
unquestionably follow instructions from parents, teachers, and state authorities. Rather, they 
are expected to be active in their study, creative in thinking, self-initiated and adventurous when 
it comes to work. At the same time, this finding corroborates other research (see e.g., Lee et al., 
2004) that highlighted the emphasis on the development of self in citizenship education 
programs of many Asian countries.  
Second, being ‘creative,’ together with being active (năng động) was especially valued as 
a marker of an ideal youth. These two words can be seen as the most frequently appeared terms 
among the ones describing characteristics of an ideal (young) citizen from the economic 
peoplehood perspective in post-doi moi education discourses (see Table 3). In fact, at school, 
active and creative learners were expected to engage in (extra-) curricular activities, come up 
with original ideas, yet also demonstrate obedience and diligence in learning. For the youth in 
general, creativity was widely seen as a criterion for a (young) citizen who sought to ‘establish 
one’s position in life’ (tự lập thân), for example by starting up one’s enterprise and getting rich 
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by means of innovations.  
Table 3. Frequency and density of some key terms used to describe characteristics of an ideal 
(young) citizen from the economic peoplehood perspective 
 Policy documents including 
political speeches 
late 1980s - 
2001 
(64 total pages 
of text) 
2002 - 2016 
(203 total 
pages of text) 
self-motivated 
(tự giác) 
Frequency 
(total hits) 
5 15 
Density 
(times/page) 
.078 .073 
self-controlled/ 
self-dependent  
(tự chủ) 
Frequency 
(total hits) 
7 18 
Density 
(times/page) 
.11 .088 
(self-) enterprise/ 
entrepreneurship 
([tự]lập nghiệp/[tự] 
tạo việc làm/[tự] lập 
thân/  
khởi nghiệp/làm 
giàu) 
Frequency 
(total hits) 
10 35 
Density 
(times/page) 
.15 .17 
creative/creativity 
(sáng tạo) 
Frequency 
(total hits) 
9 51 
Density 
(times/page) 
.14 .25 
active  
(năng động/chủ 
động) 
Frequency 
(total hits) 
15 73 
Density 
(times/page) 
.23 .36 
 
In fact, the creative agenda in school in the post-doi moi era is evident in the inclusion of 
an appreciation of creativity in the 2002 citizenship curriculum and its connection with notions 
such as hard work, achievement, productivity and effectiveness (e.g., Lessons 8, 9, CE 9, 2015). 
In addition, creativity becomes one of the rubric criteria in university entrance exams since 
2007. For example, some exam essay questions ask students to demonstrate ‘creative problem-
solving answers’ or new solutions to a given problem. Yet, the kind of expected creativity was 
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always constructed within the boundaries of safe or politically correct answers. This means that 
students, while striving to produce something new and innovative, were at the same time 
expected neither to be critical of the ‘politically sensitive’ issues nor to challenge long-held 
beliefs (see also Bayly, 2014; Le, 2016). In fact, analysis also shows that critical thinking was 
barely regarded as a desired skill in citizenship education curricula during both doi moi and 
post-doi moi periods. The only exception was found in Circular 13 (2012a) entitled Criteria to 
Evaluate High Schools. In this document, one criterion was on revamping teaching methods to 
“enhance students’ active and creative learning and skill of critical thinking” (MOET, 2012a, 
article 7, criterion 5). When mentioned in other cases, it was expressed as an attitude that need 
to enhance to combat any ideas going against Party line and state policy (e.g., CE 10, 2015, p. 
98). 
As a result, although state discourses to call teachers to improve their teaching practice 
to develop new attributes in learners, progress has been limited to rhetoric, movements and 
formal competitions. For example, in the Directive for the Curricular Reform 2001, all teaching 
staff were called to “bring into play their activeness and creativity in order to ensure the success 
of the reform” (MOET, 2001, p. 3). In other policy texts guiding professional development for 
teachers, teaching methods or pedagogy were stressed as an integral part of the reform and  
urgently in need of upgrading so as to focus on learners’ positive, active and creative role, 
and to develop their self-study skills, research and reflection competencies, and self-
entrepreneurship abilities. (MOET, 2004, p. 7)  
Accordingly, teachers have been encouraged to promote creativity and effectiveness in teaching. 
Nevertheless, many state-sponsored competitions, campaigns, and “emulation movements”20 
(phong trào thi đua) for teachers focused strongly on “strengthening [teachers’] political 
steadfastness, virtue and lifestyle” (see e.g., Tran, 2010). Meanwhile, schools continue to 
                                                 
20 Movements that encourage teachers to emulate other better teachers to teach well or do good 
deeds. 
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struggle developing the necessary skills among students intended for a quality workforce that 
the state expects. Among the school subjects, Civic Education also continues to be viewed by 
students as the most boring, uninspiring, and ineffective subject (Doan, 2005; Nguyen & 
Nguyen, 2014). Further analysis and discussion regarding the gap between policy and practice 
will be presented in later chapters. 
In brief, it is evident from the analysis of economic accounts that good citizenship during 
the post-doi moi period gains a generally broader meaning. While stressing the importance of 
hard work and labor, good citizenship encapsulates the spirit of ‘entrepreneurship’ and expects 
traits of a ‘high quality human resource.’ Although this conceptualization might be interpreted 
as individualistic or neoliberal in orientation, it is always framed in a way that closely adheres to 
the national reform agenda. As such, the right to work, to study, and to develop oneself 
ultimately means obligations to selflessly contribute to the state goals and priorities, that of 
building “a wealthy people, a strong, democratic, equal, and civilized/modern nation” (dân giàu, 
nước mạnh, dân chủ, công bằng, và văn minh) (e.g., CPV, 2008, section II, 2, para. 1). The 
blending of independent, neoliberal selfhood and a loyal, dutiful, law-abiding being reflected in 
state discourses will be further discussed in Chapter 7 (see Section  7.2.1). 
5.2. Political Stories 
Vietnamese party leaders have effortlessly engaged in sustaining political accounts that 
aim to foster trust and belief in the worth of political membership of socialism. Featuring the 
superiority of socialism and a transition to communism, these accounts consistently emphasized 
the leadership of the CPV who claimed — and continue to claim — to brought about national 
independence, unification and political stability for the Vietnamese people. The ideal citizen in 
the political narratives therefore is the one who holds steadfast ideals of the regime. 
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5.2.1. Red-minded and Well-rounded Citizens 
As analyzed in previous sections, socialist citizenship continued to be promoted during 
and after doi moi as an ultimate educational aim. Socialism under the leadership of the CPV was 
championed as “the inevitable pathway for human development” in which everyone should “feel 
proud of being a citizen of the Socialist Republic of Vietnam.” The ideal citizen, therefore, should 
[...] adhere to the ideals of national independence and socialism, have ethics, have a 
strong will to contribute to industrialization and modernization and to defend the 
country, preserve and promote the national cultural values, absorb the quintessential of 
other cultures, bring into full play the potential of the Vietnamese people, have a 
community spirit, advance individual potential […], be the builders and successors for 
the socialist cause and have both ‘red mind and expertise’21 as in Uncle Ho’s words […]. 
(CPV, 1996, pp. 2-3) 
The initiative to promote political narratives also demonstrated the significance of two 
ideological organizations which facilitated political education through extra-curricular activities 
for students. They were the Ho Chi Minh Young Pioneer Organization (Đội Thiếu niên Tiền 
Phong Hồ Chí Minh), for primary and secondary school children, and the Ho Chi Minh 
Communist Youth Union (Đoàn Thanh niên Cộng sản Hồ Chí Minh), for high school students. 
From early grades, the Young Pioneers took a pledge to follow Uncle Ho’s five teachings22 in 
order to study hard, have good character, and thus, be able to gain membership in these youth’s 
political organizations.   
Also, students were expected to ‘live with a purpose and ideal,’ which meant embracing 
                                                 
21 Literally translated from hồng-chuyên, this phrase indicates a pair of key qualities of citizens 
that the socialist educational system aims to create. In the Orientation for National Education 
Strategy (1996), ‘red-mind’ is described as involving humanity, patriotism, love for socialism, 
and a healthy life-style while expertise involves knowledge about culture, science, professional 
skills, work with self-motivation, creativity and discipline. 
22 1. To love the Fatherland and the compatriots 
   2. To study well and be hardworking 
   3. To practice good solidarity and follow strict discipline 
   4. To maintain good hygiene 
   5. To be modest, truthful, and brave. 
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Marxist-Leninist ideology. Some students who excelled in the Youth Union’s activities would be 
enlisted as ‘red seeds’ to become Party members. Most students tried hard both in academics 
and ideological education and felt honored to be included in these organizations. Since the late 
2000s, however, while the Communist Youth Union continued to be promoted as “a socialist 
school for youth and as a trustworthy successor of the CPV” (CPV, 2008, section II, 3.6), the 
mention of the above organizations waned in the 2002 textbooks. 
In practice, as a “transmission belt” between the Party and the youth (Rosen & Marr, 
1999, p. 177), these mass organizations were able to attract a significant number of Vietnamese 
youth to various voluntary movements. Through voluntary projects, students were called to 
contribute to improving living conditions in poor and remote regions as well as to enhancing 
their revolutionary spirit. Anecdotally, these voluntary activities appealed to the youth; but some 
studies argued that such campaigns and movements were not as popular as before and actually 
had limited impact on the youth’s daily life (Doan, 2005; Nguyen, 2006). 
Overall, although many aspects of socialism were diminished as a result of doi moi, 
official representations of the good socialist citizen of doi moi in political terms were for the 
most part not much different from that of the pre-doi moi period: a person who loves labor and 
the country, has absolute loyalty to the state ideology, the regime, and the construction of 
socialism.  
Nevertheless, a deeper examination of official discourses unfolded more complicated 
processes of socialist transformation. These complexities included the intricate policymaking 
process, revealing differing levels of policymakers’ ambivalence, confusion, and uncertainty in 
redefining and operationalizing a new version of socialist citizenship as a political identity and 
an educational aim. Some examples illustrating this point are presented in Box 4 below. 
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Box 4. The policy making process: A look at artifacts 
 
While looking for political stories in archival documents related to developing socialist 
citizenship, I came across drafts of policies and leaders’ speeches, internally circulated 
reports, and state restricted documents that provided me with an insider’s perspective of the 
backdrop of making a given policy or forging a political account.  
Example 1. Vietnam’s political peoplehood stories for the Vietnamese people only 
In the draft of Vice President Nguyen Khanh’s speech prepared for a regional 
conference held in Kualar Lumpur 21-23 May 1992, many marginal notes inside show that it 
went through multiple levels of review. The theme of the conference was on “People, society 
and political regime in national development and ASEAN-Vietnam corporation.” Some notes 
required significant changes, some asked for meticulous edits in expression. For example, the 
following idea about the role of CPV, which appeared in many official policy documents, was 
suggested for removal from the speech draft:  
Vietnamese people affirm the leadership of the CPV for the country and the whole 
Vietnamese society because it is the CPV who led the people to seize and defend 
national independence, bringing land to impoverished peasants and ownership of the 
country to the people. The CPV, the initiator the economic renovation, is also reform 
itself in order to fulfill its leadership responsibility in the face of new time’s challenges. 
(Nguyen Khanh, 1992, p. 4) 
Perhaps, the reviewer-leader who suggested such an omission realized that 
(peoplehood) political narratives like this would only make sense in domestic political 
speeches directed at the Vietnamese people rather than an international audience.  
Another edit in this speech draft suggested to add the word “maintaining” before 
“stability,” making the revised sentence read as follows:  
In the sociopolitical domain, Vietnam’s doi moi focuses on maintaining stability and 
perfecting the democracy in all walks of life, creating mechanisms and conditions for 
the people to master their life, to have rights and capacity to participate deeply and 
extensively in governing the country, from the lowest to the highest governing levels” 
(Nguyen Khanh, 1992, p. 4). 
This minor edit demonstrates a consistent prerequisite that Vietnamese leaders 
committed to economic reforms and national development. It is political stability of the 
country with the CPV being projected to have the unique power. 
 
Example 2. A transition toward communism amidst emerging skepticism over 
socialism 
In a request (for advice) to the Prime Minister Vo Van Kiet dated 3 June 1997, the 
Ministry of International Affairs asked about the release ceremony of the UNDP’s report on 
Human Development held for the first time in Hanoi. Comments from the concerned 
authorities on this request indicated that the ceremony was finally approved but on certain 
conditions. One of the conditions was that the UNDP was required to remove or edit some 
terms and expressions in its official report. For example, “the collapse of socialism” and “the 
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transition (away) from socialism to democracy and market economy” (in reference to the 
demise of the former socialist Soviet countries) were among terms considered “irrelevant to 
the context of Vietnam.” However, as described in the request, UNDP’s representative said 
that the report had been already printed, disseminated worldwide, and thus unable to make 
further edits. The solution proposed by Vietnam’s Ministry of International Affairs was that 
UNDP attach to its official report, to be released at the ceremony, a reservation note regarding 
these terms. In fact, such terms also never appeared in any official political and education 
documents in Vietnam. Although later years of post-doi moi saw an emergent use of these 
terms due to an increasing exposure to international sources of information, elimination or 
limited use of such terms in the mainstream discourse aims to maintain people’s steadfast 
belief in the communist political system. This example demonstrates the CPV’s enhanced its 
work, including linguistic cautions, in crafting political narratives to bolster the people's trust 
in the Party’s leadership, particularly amidst emerging skepticism over socialism after the 
Soviet bloc’s collapse. 
 
Example 3. Hidden ambivalence toward reconfiguring political identity 
The 1996 Proposed Strategies for Educational Development 2001-2010 (MOET, 1996) 
has a thorough analysis of challenges facing the education system in the transition period. 
This analysis includes leaders’ concerns as well as a level of ambivalence and puzzle over the 
changing values and ways to come up with the best model of citizen for the Vietnamese people 
in the new time. The proposal put forward the ideal citizen formula, which reads: “very 
Vietnamese yet very modern” (rất Việt Nam và cũng rất hiện đại). Vietnamese or 
Vietnamese-ness was said to include traditional values such as patriotism, spiritual and 
community values, and socialist ideals. In comparison, ‘modernity’ includes traits necessary 
for the transition to a market-based economy in a globalizing world. Yet the proposal 
acknowledged that it would be immensely difficult to operationalize this model in a way that 
find a “balance between the collective versus the individual, between activeness and creativity 
for individual development versus community development (MOET, 1996, p. 309). The 
Proposal also detailed components of “civic responsibility,” which was suggested for inclusion 
in the ideal citizen model. This detailed analysis of the challenges and policy makers’ 
reflections were however not included in the official National Strategies for Education 
Development 2001-2010 (SRV, 2001) — the successor text of the Proposal five years later.  
 
The above examples reveal certain behind-the-scene aspects of policy making processes, 
suggesting that policy making is a complicated process in which negotiations, struggles and 
compromises over meaning always occur. In this regard, a policy can be seen as an outcome of 
struggles “between contenders of competing objectives, where language — or more specifically 
discourse — is used tactically” (Fulcher, 1989, p. 7). An insight into policy/proposal documents 
such as the above uncovers the extent to which Vietnamese political leadership, while showing a 
level of resilience and determination, experienced polarization, ambivalence, and uncertainties 
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in redefining and accommodating socialist citizenship in the new era. 
It would be helpful at this point to have more ideas about the broader sociopolitical 
context of Vietnam during the periods under study. This information will help us better 
understand the widening gap between, on the one hand, state rhetoric in which political stories 
are manifest, and on the other hand, the realities of political life in which Vietnam has been fast 
changing toward a more diverse and complicated society.  
By the end of the last century, Vietnam had become integrated deeply into the global 
economy. In fact, by the mid-1990s, the country has become much more diverse and open than 
the early years of doi moi. Vietnamese people have been increasingly exposed to global 
commodities, including music, fashions, consumer products and foreign cultural contents 
(Rosen & Marr, 1999). A growing number of Vietnamese have access to the Internet and social 
media, entailing greater influence from Western concepts of citizenship and democracy 
(London, 2014; Bui, 2016). Gaining remarkable economic and social achievements since the 
mid-1990s, Vietnam’s opening-up has also been accompanied by growing social inequalities and 
social problems. Both domestic and foreign observers depicted contemporary Vietnamese 
society full of thriving business and success opportunities yet also filled with emerging 
inequalities and injustices (Thayer, 2003; London, 2004, 2007; Taylor, 2004; Kleinen, 2015; 
Nguyen K.G., 2016). With regard to formal citizenship education, schools face increasing 
challenges that the party-state perceives as critical to address.  
On one level, as part of a Cold War ideological division legacy, there has been a 
smoldering resistance inside the Vietnamese society to a single-party system. A certain qualified 
degree of political freedom driven by marketization has seen rising voices of dissident who 
either has held anti-Communist ideology or become disenchanted communists themselves. For 
many of these dissidents, including expatriate Vietnamese who avoided the domestic economic 
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deprivation of the 1980s or/and the communist state’s repression, an antagonist view toward 
socialism is clear and irreconcilable.23 Paradoxically, many domestic dissidents, who had been 
previously loyal CPV members, are now becoming bitterly disappointed (see for example, the 
Tran Do case in London, 2009; Nguyen, K.G., 2013; Dalat group in Ha S.P., 2014). They feel 
disenchanted about the very idea of socialism and the way CPV exercises its totalitarian power in 
the name of upholding socialist principles. Many of them also feel demoralized in the face of 
emerging market-based ways of thinking that are associated with the economic reforms. 
On another level, given that emerging problems in Vietnam should be understood within 
a larger context of global disparities, the transforming society has had a tremendous impact on 
the perceptions of values concerning individuals’ life goals and ideals. In fact, the widening 
market economy gave rise to a new middle class who has access to jobs and resources without 
subscribing to the Party’s pronouncements (Nguyen, 2006; Napier & Vuong, 2013). Although 
trained in ‘socialist schools,’ an increasing number of the young generation has become less 
enthusiastic about socialist or communist ideologies. Both government and institutional 
research surveys of youth values in Vietnam from mid-1990s to 2000s showed that Vietnamese 
youth began to depart from what the state had expected of them. Particularly, young Vietnamese 
in a market-oriented society have expressed increasing alienation to politics and socialist ideals. 
In other words, they were more interested in employment and entertainment opportunities than 
previous generations (Thai, 1995; Nguyen, P.A., 2006; Pham & Thai, 2011; VASS, 2014; CPV, 
2015). In addition, Rosen and Marr (1999) commented that the ideals of young Vietnamese 
since doi moi were “less clear-cut, less altruistic and more self-centered than those of previous 
post-revolution generations” (p. 196). As a result, the Party’s grassroots-level organizations 
                                                 
23 Due to the necessarily limited scope of this dissertation, views on citizenship held by 
expatriate Vietnamese are not included for analysis. For further related discussion, please see 
Stockton, 2006. 
- 94 - 
 
struggled recruiting new members with less than 2% being high school and college students 
(Thayer, 2003). A nationwide survey in the early 2000s found that while approximately half of 
the asked college students emphasized the importance of revolutionary ideals, only a third of 
them viewed socialist ideals to be necessary in students’ life (Dang, 2008).  
5.2.2. Citizenship Education: Valorizing National Values and Enhancing 
Political Alert 
Against this backdrop, the state seeks enhanced efforts to direct its people toward the 
persistent goal of promoting socialist modernity. For example, in the process of ‘perfecting 
cultural values standards for the Vietnamese people’ (hoàn thiện các chuẩn mực giá trị văn hoá 
con người Việt Nam), recent years have seen an increase in the demand of strengthening the 
CPV’s leading role in youth activities that involve ‘education for revolutionary ideals, morality 
and life style’ (giáo dục lý tưởng cách mạng, đạo đức và lối sống) (see e.g., CPV, 2008; CPV, 
2014; MOET, 2014; CPV, 2015).  
At the same time, as demonstrated in the analysis of peoplehood stories throughout this 
chapter, official discourse is also indicative of the regime’s attempts to reconfigure and adjust 
meanings of socialist citizenship. The resulting gradual, sophisticated changes to citizenship 
conceptions have been occurring along the continuities connecting peoplehood narratives from 
pre- to post-doi moi. 
For instance, Vietnamese citizens are always depicted in these political accounts as 
people who take pride in national traditional values and the nation's achievements. From the 
state’s perspective, these narratives aimed to uplift the people’s collective spirit with a view of 
overcoming the colonial past of a ‘poor, backward, less developed nation,’ particularly after 
years of constant wars and post-unification embargo that essentially separated the country from 
the world. Nevertheless, compared to the doi moi period, there is a lot of language in the post-
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doi moi period calling for efforts to enhance ‘national consciousness’ (ý thức dân tộc). Similar 
phrases such as the following are prevalent in post-doi moi policies and textbooks: ‘national 
pride’ (lòng tự hào/tự tôn dân tộc), ‘national inner-strength’ (tự cường dân tộc), ‘promote/bring 
into play national/internal potential’ (phát huy nội lực), ‘national identity/essence’ (bản sắc/cốt 
cách dân tộc), and ‘become self-dependent, autonomous’ (tự chủ).  
A closer examination of these expressions reveals complex feelings of inferiority, 
vulnerability, and growing fear of threat to the political monopoly power. The latent inferiority 
stems from what I would term a ‘postcolonial obsession’ or a colonial mentality of those people 
among the party leaders who are still much haunted by the country’s colonial past and low 
socioeconomic status. In the narratives that include profound aspirations for self-determination 
and ‘being on par with other countries in the world’ (sánh vai với các nước) (e.g., MOET, 2001) 
or ‘rising to the era’s level’ (vươn lên ngang tầm thời đại) (e.g., CPV, 2008; CPV, 2013), good 
(young) citizens are expected to take over responsibilities for making the country economically 
stronger while embracing ‘steep national cultural identity.’ A more open and diverse society in 
the context of globalization, however, means more challenges to state rhetoric and reduced 
public trust in the CPV’s absolute power (Bui, 2014; Nguyen, H.H., 2016), leading to a situation 
that party leaders perceived as vulnerable to criticism. Alongside a tendency to focus on the 
promotion of national identity and traditional cultural heritage, the post-doi moi education 
discourse saw an emphasis on the CPV’s role in anti-colonial struggles for national 
independence and the current economic reforms. 
 Implicit in the assertion for the CPV’s legitimation and a greater embrace of nationalism 
lies the constant fear of threats to the communist regime. This is evident in the party-state’s 
repeated call for efforts to stay alert to the opposition and anti-revolutionary forces. Much can 
be found in the doi moi discourse on the ‘[American] imperialists,’ a common term for anti-
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revolutionary forces used by the socialist bloc during and after the Cold War. Now in the post-
doi moi period, anti-revolutionary forces have no specific name and are presented as multi-faced 
and hidden enemies. They are generally referred to as hostile and reactionary forces of all kinds, 
as illustrated in this excerpt: 
Nowadays, while we are building the nation in peacetime, various forms of hostile and 
reactionary forces seek to conspire and use sophisticated tactics to sabotage the 
construction and defense of our country […]. As a citizen, you should contribute to 
national defense and security by staying highly vigilant or watching out for the enemy’s 
conspiracies and tactics. (CE grade 10, 2015, pp. 110-3, emphasis added) 
As Vietnam’s international relations (especially with the United States) have improved 
over the last two decades, the 2002 citizenship textbooks rarely mention the terms ‘American 
imperialism,’ ‘capitalist evils,’ or ‘warmongers.’ Nevertheless, state documents on national 
security and youth work in the post-doi moi era see the return of high socialist terms such as 
‘hostile and reactionary forces,’ ‘anti- and destroying revolutionary forces’ (thế lực chống phá 
cách mạng) and ‘peaceful evolution (conspiracy)’ ([âm mưu] diễn biến hòa bình)24 (see Box 5 for 
examples of high socialist/wartime terms still in used in the official educational discourses). 
 
                                                 
24 Alongside Civic Education, National Defense and Security Education (taught at the post-
secondary level since 2007) became an official compulsory subject for high school students from 
2015. Despite critics of a heavy curriculum, this curricular change was made due to political 
leaders’ growing concerns about threats to national security. 
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Box 5. Examples of high socialist/wartime terms (or political jargons) in education 
discourses since doi moi to present (1986-2016) 
  
Implement with victory (thực hiện thắng lợi) 
Revolutionary cause (sự nghiệp cách mạng) 
Guerrilla troops/assault forces (lực lượng xung kích, in reference to the youth) 
Healthy mental/Spiritual life (đời sống văn hóa tinh thần lành mạnh, meaning in 
alignment with Party line) 
Imperialism, Capitalism, Socialism, Proletarian internationalism 
Political bravery (bản lĩnh chính trị) 
Combat peaceful evolution conspiracies (chống âm ưu diễn biến hòa bình) 
Reactionaries/ Hostile forces (các thế lực phản động, thù địch) 
Forces that oppose and destroy the revolution (thế lực chống phá cách mạng)  
Struggle (đấu tranh) 
Sacrifice (hi sinh) 
Battle front (mặt trận, in reference to education and ideology-culture) 
Commander (Tư lệnh ngành, in reference to the Minister of MOET, used in the state 
media) 
 
 
Meanwhile, the term ‘New Socialist Person’ appears less frequently compared to earlier 
textbooks of the doi moi period, instead using phrases such as ‘new person’ and ‘well-rounded 
person.’ In fact, the ideas of ‘developing a citizen comprehensively,’ ‘full development,’ 
‘comprehensive education,’ or ‘education for well-rounded citizens’ in current education 
discourse echo the conception of ‘all-rounded’ citizenship in pre-doi moi education (see Chapter 
2). ‘Comprehensive education’ in the state’s view means that all educational aspects are to be 
equally promoted for a full development toward rounded citizens, including moral education, 
knowledge education, physical education and aesthetic education. In addition, consistent in 
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state rhetoric regarding ‘comprehensive education’ both pre-, during and post-doi moi is the 
superiority of socialism, declared to be the only system under which humans can be offered 
conditions to flourish and develop into well-rounded individuals. Nevertheless, few specific, 
clear implementation mechanisms have been developed to fulfill this education goal. The only 
clear yet paradoxical thing is that, despite the call for ‘holistic development,’ there has been 
always a disproportionate emphasis on political-ideological and moral education. In policy texts, 
political-ideology education, either as formal or non-formal citizenship education, is often listed 
as a priority for a given aim related to citizenship development or youth work. The following 
excerpts demonstrate this emphasis: 
The aim of reforming the curriculum and textbooks includes: enhancing the quality of 
comprehensive education, strengthening the cultivation of the love for homeland and 
family, the spirit of national pride, socialist ideals, humanity, obedience to the law, 
thirst for learning, and determination for self-dependence and self-employment. (SRV, 
2001, p. 9) 
Implementing comprehensive education, paying special attention to political-ideology 
education, character and life style education. (MOET, 2002, p. 1) 
By the end of secondary education, students need to meet the requirements as follows: - 
formulating and strengthening values on ideologies, morals, and life style that fit the 
general education goal and are appropriate to their age […]. (MOET, 2002, p. 2) 
Accordingly, in the post-doi moi citizenship education, the total amount of content related to 
political education and Marxist-Leninist ideology was slightly reduced compared to the doi moi 
curriculum. Yet, instead of starting from the senior high level as in the doi moi period, this 
complex content was taught for junior high students from grade 7 (see Table 4). 
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Table 4.  A focus on (Marxist-Leninist) Political education and Philosophy in CE textbooks 
 Doi moi textbooks Post-doi moi textbooks 
Grade 7 _ Political education (social relations, 
issues and development through the 
Marxist-Leninist worldview): 2 units 
Grade 9 _ Political education: 1 unit 
Grade 10 Political education and Philosophy: 13 
units 
Political education and Philosophy: 9 
units 
Grade 11 Political education and Philosophy: 13 
units 
Legal and political education: 8 units 
Grade 12 Political education (building the 
socialist country): 9 units 
_ 
Total 35 units (equal to about 26 hours) 20 units (equal to 15 hours) 
 
In short, the analysis of political stories reveals that despite global economic integration, 
political consciousness in terms of ideological loyalty continues to be required as one of the 
main characteristics of the new post-socialist person. This requirement results in the central role 
of political-ideological education in Vietnam’s school curriculum. Yet in post-doi moi citizenship 
curriculum, socialist citizenship as political identity is presented in a seemingly less politicized 
language. While the normative virtues of good citizenship can be succinctly summarized in two 
requirements: ‘red mind and expertise,’ the post-doi moi educational discourse sees the return 
of the notion ‘well-rounded person,’ who should display not only qualities of a socialist citizen 
but also the spirit of entrepreneurship for a quality workforce coupled with valorized national 
identity.   
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Table 5. Highlighted characteristics of socialist citizenship in doi moi and post-doi moi 
education discourses (direct quotes synthesized from state policies and citizenship textbooks) 
The ‘(new) socialist person’ in the doi 
moi period 
(1986-2001) 
The ‘well-rounded person’ in the post-
doi moi period 
(2002-2016) 
- be loyal to the ideals of national 
independence and socialism 
- be a well-rounded person who has morals, 
good health, discipline 
- maintain and enhance Vietnamese 
traditions 
- be a skilled, active, creative, and ethical 
laborer to contribute to the strength and 
prosperity of the country 
- have both ‘red-mind and expertise’ (red-
mind: humanity, patriotism, love for 
socialism, healthy life; expertise: knowledge 
about culture, science, professional skills, 
work with free will, creativity and discipline) 
- have morals, knowledge, appreciation for 
arts 
- be disciplined, creative, and healthy; master 
knowledge and professional skills necessary to 
contribute to the industrialization and 
modernization 
- develop full potential as individuals in all 
aspects including: character, morality, 
intellectuality, creativity, health, social 
responsibility, citizenship responsibility. 
- have ardent love for the country, be loyal to 
the ideals of national independence that is 
adhered to socialism  
- be patriotic, proud of nation 
- have both ‘red-mind and expertise’  
- be a loyal and excellent successor of the 
revolutionary cause of the CPV and nation 
- have revolutionary morality, obey the laws, 
live in a cultured manner and contribute to 
the community 
- love family, Fatherland, fellow-citizens 
- build and readily defend the socialist country 
- preserve and promote cultural identity, 
values and traditions of the nation 
- have competence and courage in 
international integration 
 
NB. the listing does not reflect a hierarchy 
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5.3. Ethically Constitutive Stories 
Ethically constitutive stories that Vietnamese political leaders created in relation to good 
citizenship highlight the many valuable attributes and virtues of Vietnamese people. Through 
appeals to historical memory, the Vietnamese people are portrayed as having the common origin 
and long-standing traditions. In addition, good citizenship is conceptualized as dutifully and 
morally contributing to and defending the political community. 
5.3.1. The Fellow-citizen of the ‘Common Noble Origin’ 
In many constitutive stories, a good Vietnamese citizen is depicted as the one who is 
intimately connected to his or her fellow-citizens and deeply grateful to his or her ancestors. In 
fact, all Vietnamese are said to be descended from a common ancestor, the Hung Kings. 
According to the origin myth widely known in Vietnam, the eldest son of Father-Dragon and 
Mother-Fairy became the Hung King and established the first Vietnamese kingdom (Văn Lang) 
(see Box 6). Their descendants are believed to be the progenitors of the Vietnamese people. The 
following saying of Ho Chi Minh has been widely quoted in official speeches and schoolbooks: 
“When drinking water, think of its source. You should be grateful to your forefathers” (CE grade 
7, 1997, p. 16) and “the Hung Kings took efforts to create the country, today we must together 
defend it” (CE grade 7, 1997, p. 16; CE grade 9, 2015, p. 63; CE grade 10, 2015, p. 98).  
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Box 6. ‘Descendants of Dragon and Fairy’ Legend 
‘Descendants of Dragon and Fairy’ (Con Rồng Cháu Tiên) is among the most famous 
of Vietnam’s ancestral constitutive narratives. In a lesson on Right to Equality among 
Ethnicities, Religions (CE grade 12, 2015), there is a question that asks students about the 
implication of such legends: 
Telling about the origin of the Vietnamese people, our great grandfathers often refer to 
legends such as ‘Descendants of Dragon and Fairy,’ or ‘One [tree] trunk, [with] many 
branches’…. What is the meaning/implication of this reference? (CE grade 12, 2015, p. 
48) 
After this question, there is a paragraph explaining that ethnicities within the 
Vietnamese community are people of the same country or children of the same family whose 
destinies are closely connected. It was stated that parochialism would put ethnic unity in 
danger and cause conflicts among ethnicities.  
Therefore, as the book said, any act of ethnic discrimination and segregation shall be 
punished strictly. 
 
Together, such constitutive narratives of the distant past intertwined with the historical 
accounts are presented in social science textbooks. They constitute official national histories and 
have a fundamental role in instilling a sense of connection and unity among Vietnamese people 
(Salomon & Vu, 2007; Lucius, 2009; Grigoreva, 2014). 
As alluded earlier, the image of the ideal citizen in these narratives appears to be 
ethnically all-encompassing despite the country’s 54 distinct ethnic groups. This national 
imagination envisions a Vietnamese person as the one who has a fraternal connection with other 
Vietnamese ethnic groups. One is thus supposed to “love, protect, and help one another in times 
of distress” (CE grade 7, 1997, p. 32), and be intensely grateful for her or his origin. Yet overall, 
the official discourse since doi moi reveals that the conception of a Vietnamese national identity 
can be characterized as that of a unified, homogeneous people who unyieldingly fought against 
foreign enemies, be they the Northern (Chinese) invaders, the French, or the Americans. In both 
versions of the textbooks, the term dân tộc (ethnicity) is often collocated with 
‘brotherhood/brotherly’ (anh em) and ‘compatriot’ (đồng bào) though little distinction among 
these ‘brothers’ is provided. 
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Although a few references to the importance of ethnic diversity are made in the 2002 
textbook, one message is clear: any effort to promote cultural diversity must not compromise 
national solidarity and unity. This is because all Vietnamese ethnic groups are considered 
“children of one family” (CE grade 12, 2015, p. 48). This perception, drawing on Ho Chi Minh’s 
thoughts, can be seen as foundational to policies that aim to advance ‘great solidarity’ and 
collective spirit through efforts to preserve the essence of Vietnamese-ness or what is known as 
‘Vietnamese national (cultural) identity’ (bản sắc [văn hóa] dân tộc) (e.g., most recently, CPV, 
1998; SRV, 2011). Yet as other research shows, national identity, for many Vietnamese 
policymakers and cultural officials, seems to be homogeneous and pre-existing (Pelley, 2002; 
Taylor, 2016). Finding a similar rhetoric in contemporary Vietnam’s history schoolbooks, 
Salomon and Vu (2007) considered that it may have been contributing to essentialist ethno-
cultural nationalism. These authors suggested that an essentializing nationalism leads to what 
they call “a double standard citizenship” in which histories of the minorities are sidelined, while 
simultaneously incorporated into the dominant narratives of Kinh, the majority group in 
Vietnam (Salomon & Vu, 2007, p. 350). 
5.3.2. The Citizen with Good Qualities 
State discourses at both policy and school curriculum levels endorse the idea that 
Vietnamese people share many virtues and good qualities that have shaped Vietnamese 
traditions and Vietnamese-ness across history. The most frequently mentioned qualities include 
diligence, intelligence, humanity, benevolence, gratitude, loyalty, collectivism, and unity. These 
virtues were presented both as key factors that contributed to Vietnam’s educational 
achievements and as traditions that the next generations were supposed to embrace, preserve, 
and promote. The below excerpts are examples of constitutive narratives highlighting 
Vietnamese people’s good qualities that are prevalent throughout the examined policy texts and 
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schoolbooks: 
Educational achievements [in the past years] are the results of the correct educational 
state policy and Party line, of our people’s love of learning and increasing need for 
education […]. (MOET, 1996, p. 1) 
Our people have traditions of patriotism, diligence, love of learning, and an ability to 
receive and apply new knowledge and skills. [We] need to foster and promote these 
advantages to overcome obstacles and tap into opportunities to build up an advanced 
education system and a learning society […]. (MOET, 2001, p. 7; emphasis added) 
The Vietnamese have traditions of hard work and creativity. Every patriotic Vietnamese 
is working hard to build a prosperous and happy life, contributing to the construction of 
the homeland and with practical actions to develop the national culture. (CE grade 10, 
2015, p. 97; emphasis added) 
As demonstrated in these texts, the quality of diligence is directly linked to patriotism. In fact, 
patriotism is referred to as the point of reference for all other good qualities of the Vietnamese 
people. Specifically, there are many statements similar to these: “a patriotic Vietnamese person 
is deeply grateful to those who sacrificed their lives for the country” or “humanity of the 
Vietnamese people is reflected in the ardent love for the country and unselfish contributions to 
making the country prosperous” (CE grade 7, 1997, pp. 36-40). These examples also show a 
common logic regarding patriotism and inferences that students should derive from a 
citizenship lesson (see Box 7).  
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Box 7. Examples of patriotism logic used in citizenship textbooks 
 
Example A. 
- Vietnamese people are compassionate 
- Any patriotic Vietnamese citizen is compassionate to other people 
=> Thus, as a young Vietnamese citizen, you should be compassionate and patriotic. 
 
Example B. 
- Vietnamese people have a long-standing tradition of patriotism 
- Our people have a great sense of national solidarity because of patriotism. 
=> If you are a Vietnamese and have solidarity, you should show your patriotism (for 
example by enhancing high alertness about reactionaries and hostile forces [against 
the socialist state]). 
 
NB. this patriotism logic can be argued to be faulty because of fallacy. 
 
What emerges from this discourse analysis is that regardless of trait, profession, religion, 
ethnicity, and even legal nationality (be it a local or overseas Vietnamese), if one was born a 
Vietnamese, she or he must be extremely patriotic to his or her native country. For example, 
overseas Vietnamese people who are foreign nationals are officially referred to as ‘(our) 
compatriots’ (đồng bào [ta], literally meaning ‘from the same fetus’) and given certain rights, 
such as property rights, that other foreigners do not enjoy. They are also expected to pledge 
allegiance to their ancestral land. In this regard, citizenship rights for the Vietnamese natives are 
seen as a form of privilege based on the idea of Vietnamese nationhood. 
Additionally, in both textbooks, patriotism is defined as a love for the native homeland 
and a disposition to make ‘whole-hearted contributions to the Fatherland.’ Patriotism involves 
sentiments from loving affections toward concrete people and things such as parents, school, the 
community, fellow citizens, and national heroes, to more general, abstract feelings such as 
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national pride, identity, and love for the Fatherland. Meanwhile, patriotism in policy documents 
encompasses national pride and socialist ideals (e.g., MOET, 1996, p. 309). 
It is interesting to note two discursive changes in the two textbooks in relation to 
patriotism. First, as with the term ‘socialist person,’ though the term ‘socialist’ in ‘Socialist 
Fatherland’ does not vanish entirely in the post-doi moi era, it is replaced with 
‘Vietnam/Fatherland’ in the 2002 textbook version. In this way, phrases such as ‘being patriotic 
to the Fatherland’ appear less ideological and politicized. Second, ‘patriotism’ in the earlier 
textbook version developed into a major theme on nationalism as an ideology (chủ nghĩa yêu 
nước) that was then linked to the “international proletarian spirit” (e.g., CE grade 8, 1991, p. 79). 
However, nationalism is no longer included as an overt theme in post-doi moi discourse; 
instead, more emphasis is placed on patriotism as the most prominent long-lasting tradition of 
the Vietnamese. This emphasis is in part evident in the increased number of references to Ho 
Chi Minh’s quotes in the 2002 version, particularly the ones on socialist values and traditional 
moralities including unity and patriotism. The increasing mentions of ‘Uncle Ho’ is in line with 
multiple political campaigns that the CPV had waged nationwide since the mid-2000s. In an 
attempt to fight against what many party leaders have considered a ‘serious moral breakdown’ 
in contemporary society, these campaigns have been reinforced and intensively promoted to 
follow Ho Chi Minh’s moral values, for example the one with the motto ‘Follow the Thoughts, 
Morals, and Style of Ho Chi Minh.25’ It aims to ‘rectify’ party members’ morality and encourage 
the citizenry, particularly Vietnamese youth, to live like Uncle Ho and thus be more patriotic 
and devoted to the country (see e.g., CPV, 2015; Nguyen, T.P.H., 2016).  
                                                 
25 This echoes the old slogan “To Live, Fight, Study and Work like the Role Model of Great Uncle 
Ho” (Sống, Chiến đấu, Học tập, và Làm việc theo gương Bác Hồ Vĩ đại). 
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5.3.3. The Citizen with Civic Rights and Moral Obligations  
One of the most prominent differences between the discourses of the two periods 
concerns the legal, civic, and global dimensions of citizenship. As emerged from the analysis of 
the post-doi moi policy and textbooks, good citizenship equals the obedience to laws and 
authority. In other words, a citizen must strictly follow and fulfill civic rights and obligations 
required by the party-state that is claimed to be governed by the rule of law. Compared with the 
1987 textbook version, textbooks in the post-doi moi era cover more content related to 
legislative topics such as laws, the constitutional and legal structures of the state (see Table 6). 
In the current citizenship textbooks, students are referred to as (young) citizens in relation to 
the state and learn how to exercise their civic rights, obligations and responsibilities in different 
aspects of life. Given Vietnam’s integration into the global and regional economy, the post-doi 
moi concept of citizen encompasses global dimensions such as understanding of global issues 
(e.g., lesson 12, CE grade 10, 2015) and expectations to respect international laws, including 
human rights (e.g., lesson 12, CE grade 6, 2015 on United Nations Convention on the Rights of 
the Child; lesson 10, CE grade 12, 2015 on regional/international agreements, treaties and 
protocols; also see content in Appendix 1).  
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Table 6. Content areas and unit allocation in CE textbooks: A focus on legal education related 
to civic rights, obligations and responsibilities 
 Doi moi textbooks Post-doi moi textbooks 
Grade 6 — Legal education (basic civic rights and 
obligations): 7 units 
Grade 7 — Legal education (Vietnamese 
children’s rights and freedom of 
religion and belief): 2 units 
Grade 8 Legal education (basic civic rights and 
obligations): 24 units 
Legal education (basic civic rights and 
obligations): 10 units 
Grade 9 — Legal education (basic civic rights and 
obligations): 7 units 
Grade 11 — Sociopolitical policies and related 
citizen responsibilities: 8 units 
Grade 12 Legal education (state laws and 
constitution): 11 units 
Legal education (national and 
international laws, civic rights and 
obligations): 10 units 
Total 35 units (equal to about 26 hours) 44 units (equal to 33 hours) 
Note: during the 1990s, some CE textbooks (e.g., grades 7 and 9) were revised with 
updated content. For example, the content related to laws (10 units) was added to the 1987 
textbook grade 9. However, this version of textbooks was not included in my official analysis and 
only used for general reference. See Appendix 1 for full tables of content all CE textbooks 
published and officially used between 1987 and 2015. 
It is worth noting from state rhetoric that ‘obligation,’ which is usually understood as 
‘citizen/civic duty,’ also includes a moral or ethical aspect. In this sense, ‘citizen responsibility’ 
(trách nhiệm công dân), framed as a type of ‘moral obligation,’ appears frequently in many texts 
in post-doi moi state discourse. This connotation suggests that good citizenship tends to be 
conceived as assuming responsibilities of citizenship more than exercising rights, particularly on 
the part of the youth who were regarded as ‘the future owner of the country.’ In fact, many 
lessons in the post-doi moi CE textbooks contain a section entitled “The youth’s responsibilities 
toward […]” or questions to learners such as “What responsibilities should you have toward […] 
as a student-citizen?” For example, learning about the national economic reform, students are 
supposed to “realize their citizen responsibilities toward the industrialization and modernization 
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cause” by: 
- having a correct understanding about the indispensability and tremendous impacts of 
industrializing and modernizing the country […] 
- frequently studying to improve knowledge and competence in ways that […] 
[collectively] provide a technical [quality] workforce for the industrialization, 
modernization and for a knowledge-based economy. (CE 11, 2015, p. 53-54) 
Similarly, in a lesson entitled “Policies on Education and Training, Science and 
Technology, and Culture,” as part of a citizen’s responsibility toward the country’s educational, 
scientific and cultural issues, students learned to “trust and obey the ‘correct’ state policies and 
party line [regarding these issues],” “strive to cultivate moral qualities” and continuously 
improve themselves to make the country stronger and more prosperous (CE grade 11, 2015, p. 
107). 
 
Box 8. Vietnamese youth as the “assault forces” 
A letter of the CPV’s General Secretary Nong Duc Manh to the Vietnamese youth 
(posted on the People newspaper dated 26 March 2003 and quoted in the CE textbook grade 
9, 2015) entitled: “Industrialization and Modernization is the youth’s cause” reads:  
[…] the CPV’s general meeting XXI put forward a national 10-year plan strategy to 
develop the society and economy, aiming to lift Vietnam out of the ‘less developed country 
status’ […] and laying the foundation for the country to become an industrialized, modern 
nation by the year 2020.  
This is a glorious responsibility and a great opportunity for you, young intellectual 
generation, to strive to contribute to the prosperous and sustainable development of the 
nation and the people’s happiness… [Your] life goals and meaning are to endeavor to become 
‘guerrilla troops/assault forces’ (lực lượng xung kích), making great contributions to 
[realizing] the national goals. 
Like the previous generations of your forefathers, each of you should rise to ‘train and 
educate on your own’ (tự rèn luyện) to bear these great responsibilities before history. Your 
generation should be the kernel force to renew Vietnamese spirit and national pride […]  to 
accomplish with triumph the national modernization […]. (CE textbook grade 9, 2015, pp. 37-
38; emphases added) 
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Economic narratives like the excerpt above (Box 8), just as in the wartime mobilization 
narratives, positions the youth (original term used: “guerrilla troops/assault forces”) as those 
who should pioneer and shoulder the historic responsibility to advance the nation out of poverty 
and backwardness. This message aligns with the ways in which other peoplehood narratives 
were written with a view to orient the youth’s role by predetermining their own “life goal.” 
Specifically, the youth’s lofty life goal today is “also the CPV’s ideal which is to build an 
independent country, wealthy people, a strong nation, and a democratic, equal, civilized society” 
(CE grade 9, 2015, p. 34). In practice, the paternalistic state, while assuming the engineering 
role of national strategies and agendas, provides limited mechanism or conditions that engaged 
the youth in sociopolitical activities with their own voice and initiatives. How can the youth take 
over responsibilities as expected of them and become ‘owners of their country’ if they are not 
given voice, while being required to follow the always-correct, predetermined policy and 
political ideology? 
Another aspect of good citizenship reflected in most citizenship education lessons of both 
doi moi and post-doi moi periods, no matter what the content is, is the duty to ‘build and defend 
the country.’ This duty is either expressed directly or implied as the most honorable right and 
obligation of a citizen. However, the goal of ‘defending the homeland’ as articulated in the post-
doi moi national law or policies, conveys a broader and more comprehensive meaning. In 
addition to protecting the country’s territorial sovereignty, it also involves ultimate loyalty and 
commitment to the party-state and official ideology (Constitution, 2013; CE grade 11, 2015, p. 
111; CE grade 9, 2015, p. 63). For example, an exclusive topic on “Obligation to Defend the 
Country” in post-doi moi citizenship textbooks stresses such a demand for loyalty and 
commitment in citizens (CE grade 9, 2001; 2015; see Box 9).  Yet, this interpretation is made to 
seem intuitive because, as shown above, the belief of Vietnamese nationhood is cultured, 
cultivated, and promoted through ethically constitutive stories that are intermingled in 
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educational policies and the official curriculum.  
 
Box 9. Defending the Fatherland (an excerpt of learning points) 
- Defending the Fatherland is protecting national independence, the country’s territorial 
sovereignty, the socialist regime and the socialist state of Vietnam. 
- Vietnamese homeland becoming what it is today owes to our great grandfathers’ efforts to 
build and protect it for many years. These days our Fatherland continues to be at risk of 
invading and sabotaging by hostile forces; therefore, defending the Fatherland of socialist 
Vietnam and firmly sustaining national security are the common cause of the whole society, 
(and) citizens’ sacred obligation and noble right. 
- “The Hung Kings took efforts to create the country, today we must together defend it” (Ho 
Chi Minh) 
- “Vietnamese Fatherland is sacred and inviolable. Any plots and actions seeking to combat 
national independence, territorial sovereignty, and the cause of building and protecting the 
Fatherland of socialist Vietnam shall be strictly prosecuted by the law.” (Constitution 1992, 
Art.13) 
                                                                                                                     CE grade 9 (2015, pp. 63-4) 
 
5.4. Chapter Summary 
In brief, the image of a citizen depicted in Vietnam’s educational discourse since doi moi 
of the 1980s up to now has been of a person who shares the origin, heritage, and many good 
traditions with their compatriots of the pre-doi moi period (Table 7). Citizenship conceptualized 
in this official discourse is characterized by the duties owed toward fellow members with a 
shared destiny in a political community. Patriotism is regarded as one of the most important 
duties or moral obligations of the Vietnamese nationhood across time and space. As this chapter 
shows, the endorsement of patriotic citizenship, alongside such qualities as national solidarity, 
collectivism, and gratitude, is carefully crafted in the state-produced peoplehood narratives. In 
this type of citizenship, loyalty to the Fatherland is presented as synonymous with the allegiance 
to the communist regime and state ideology, which in many ways is not so different from feudal 
allegiance to the king in the former times. A citizen thus belongs to a political community, here 
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the single socialist Vietnam, and makes efforts to fulfill his or her honorable moral obligations 
prescribed by the Party. It can be inferred that ethno-cultural nationalism, as integral to the 
conceptualization of Vietnamese citizenship and despite the increased inclusion of global, legal, 
and civic aspects in the official curriculum, serves as an important thread connecting the official 
education discourses before and after doi moi.  
In the political and economic peoplehood domains, the chapter revealed that socialism is 
the hegemonic state ideology that continues to live on in the post-doi moi period despite global 
economic integration and the practice of some forms of capitalism. In this context, a high level 
of political consciousness continues to be required to be one of the main characteristics of the 
updated version of socialist citizenship. Yet in post-doi moi citizenship curriculum, it is 
presented in a less politicized language. While the (post-)socialist citizen is supposed to display 
‘red-mind’ or loyalty to the communist regime, post-doi moi discourse sees the development of a 
new conception of good citizenship based on entrepreneurship and civic/human rights, coupled 
with valorized ‘national values and identity.’  
Taken together, findings presented thus far illustrate the coexistence of multiple 
characteristics in the ‘updated version’ of a socialist citizen, some of which were the continuities 
of citizenship components as inherited from the time prior to doi moi (see Table 7  below for a 
summary). Yet, many of them involved ideological and value contradictions which, as this 
dissertation later argues, were a result of leadership’s and teachers’ ambivalence, uncertainties, 
and dilemmas related to the redefinition of socialist citizenship. Chapter 7 will return to the 
discussions about contradictions and ambivalence, but now let us move on to the next chapter 
which presents the findings about the perspectives of interviewed teachers regarding citizenship 
and teaching citizenship education. 
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Table 7. Summary of the analysis of state discourses on citizenship and citizenship education in 
doi moi (1986 - 2000) and post-doi moi (2001 - 2016)  
 State discourses on citizenship and citizenship education 
Peoplehood 
lenses/aspects of discourse 
Economic stories Political stories Ethically constitutive 
stories 
 
 
 
 
State visions of 
a citizen 
Doi moi Hard-working laborers ‘New socialist people’ -- 
 
Both periods 
  
Citizens with ‘red-mind 
and expertise’ 
Patriotic Vietnamese 
of the ‘common 
noble origin’ 
Dutiful citizens 
complying to state 
law and party’s line 
Post-doi moi Active, creative, and 
self-reliant 
entrepreneurs   
A highly skilled, 
productive and adaptive 
workforce 
‘New people/citizens’ 
Well-rounded people (with 
a high level of political 
consciousness) 
Modern yet 
traditional 
Vietnamese 
people/citizens  
 
 
 
 
 
 
Role models of 
good 
citizenship 
Doi moi Socialist laborer-heroes 
Receivers of the 
‘Laborer-hero of the 
renovation era’ title 
(anh hùng lao động thời 
kỳ đổi mới) 
Members of Ho Chi Minh 
Young Pioneer 
Organization/ Communist 
Youth Union, receivers of 
the ‘Uncle Ho’s good child’ 
title (cháu ngoan Bác Hồ) 
 
 
 
 
 
Both periods 
 Socialist leaders/ 
philosophers, soldiers (e.g., 
Marx, Engels, Lenin, Ho 
Chi Minh, ‘Uncle Ho’s 
soldier’ [bộ đội Cụ Hồ]) 
Forefathers, feudal 
mandarins, teachers, 
national heroes, Ho 
Chi Minh …  
Post-doi moi ‘Economic heroes’/ 
businesspeople 
Model youth 
entrepreneurs  
Independent, active, 
creative students 
(aiming for academic 
achievements) 
Model citizens, e.g., 
receivers of the “Good 
citizen, good deed” title 
(người tốt việc tốt), 
‘Emulating soldier’ title 
(chiến sĩ thi đua), or the 
‘Cultured family’ title (gia 
đình văn hóa) 
 
Language Doi moi Politicized 
Both periods Red-banner/high-socialist/wartime terms 
Post-doi moi Less politicized (seemingly more neutral) 
Main functions 
and focuses of 
citizenship 
education 
 CE as moral/character education (e.g., personal character values, national 
values and traditions, national identity) 
CE as ideological and political education (e.g., Marxist-Leninist ideology and 
Ho Chi Minh thoughts, revolutionary/socialist ideals) 
CE as civic education (e.g., national laws, citizen rights, policies, international 
laws) 
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CHAPTER 6. GOOD CITIZENSHIP AND EDUCATION: PERSPECTIVES OF 
VIETNAMESE TEACHERS 
 
Turning away from an analysis of state discourse, in this chapter I explore teachers’ 
perceptions of (a) good citizenship, (b) goals of citizenship education and (c) challenges that 
teachers encountered in teaching citizenship. In the first section, my analysis of teachers’ 
understandings and beliefs includes their narratives of ‘good citizenship’ with respect to their 
own cases as individual citizens and a case of teacher Tran Thi Lam. As described in the 
Methodology chapter, this vignette was useful in understanding teachers’ perspectives of the 
practice of good citizenship in a specific context. 
 In addition to teachers’ views about goals of citizenship education, the second section 
focuses on difficulties and dilemmas in teachers’ efforts to prepare students for citizenship. The 
final section presents findings about the kinds of citizens embodied in teachers’ practices that 
they hoped to develop in students. In brief, this chapter seeks to answer the following questions: 
How do teachers conceptualize as good citizenship and how do they view it as changing over 
time? How do they see themselves as good citizens? How do teachers understand the goals of 
citizenship education? What challenges do they face in preparing students for citizenship? 
What type of citizen or good citizenship do they want to develop in students and in what ways? 
6.1. Teachers’ Understandings of Good Citizenship 
Most teachers came across the term “citizen” (công dân) mainly in the school context, 
typically related to Civic Education (CE) subject and the description of curriculum goals. Other 
contexts in which they used or encountered the term were legal documents and state campaigns, 
where “citizen” was most often accompanied by words such as “rights” and “obligations.” 
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In the teachers’ definitions, the discussion of a “citizen” came up at two levels. Citizen is 
first and foremost a person; for example, once someone was born, she or he is immediately 
considered a citizen. Citizen in this sense is understood as an ordinary, common person. Second, 
citizen is viewed as a member of a country, recognized by that country or community (for 
example, with a birth certificate) and entitled to certain types of civic rights and obligations. 
With this meaning, công dân tends to go with trách nhiệm (responsibility), nghĩa vụ 
(obligation), quyền (right), phẩm chất (virtue), tình cảm (sentiment). Nha, a teacher of Civic 
Education (CE), indicated a historical event of “turning” Vietnamese people from colonial 
subjects into “full citizens”: 
The concept of citizen only appeared after the August Revolution [in 1945] when the 
country gained independence. Prior to 1945, we were people but did not have citizen 
rights. (Nha, Civic Education) 
In conceptualizing the notions of “citizen” and “citizenship,” the interviewed teachers 
articulated the nature of citizenship that was embedded in the relationship between individual 
people and the country/state or among the individuals of a given community. For example, 
Duong, a CE teacher, stated: 
Citizen is a person who knows who s/he is and is in the relationship with the 
surrounding environments, including people around him/her, the nature, and the state 
[…] In relationship with the state, a citizen is a person whose rights, even basis, 
fundamental rights must be recognized and ensured. (Duong, Civic Education) 
As demonstrated in the above statement, it is the intrinsic relationships among people and 
between people and the state that configure good citizenship. The following subsection continue 
to present teachers’ perceptions of good citizenship. 
6.1.1. Good Citizenship 
Good Person and Good Citizen 
Before discussing good citizenship in detail, teacher participants were asked about the 
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distinction between “a good person” and “a good citizen.” Aiming to clarify the scope of these 
two notions, teachers were able to provide a better definition of what good citizenship meant. 
In general, differences between “good person” and “good citizen” in the teachers’ 
opinions were made based on four overlapping criteria, including sphere of life, stability level, 
judgment standpoint, and value system (see Table 8 below). Following is my own synthesis of 
these criteria:  
Sphere of life: in teachers’ opinions, con người (person/people) referred to an individual 
person or humans in general. In comparison, công dân (citizen) denoted civic spirit, 
consciousness or disposition toward other people and the public or the wider community. As 
Thu said, a citizen was associated with legal aspects and relationship with other people while 
‘person’ was more general but might also refer to something personal:  
“citizen” is associated with society or social institutions, whereas “person,” which means 
something broader, encompasses both the public and the private […]. When talking 
about “good citizen,” we think about following rights and responsibilities, in legal terms, 
but “good person” also has his or her “good personal life.” (Thu, History) 
Stability level: Some teachers expressed that the “good” dimension in citizenship was 
not a fixed concept. It was relative and elusive across time and space (or culture), for example 
Van thought that: “A citizen can be a criminal today yet might be a good citizen tomorrow, as a 
value system changes.” In this sense, citizenship was primarily conceived of from the morality 
and values angle and overlapped with the notion of “a person.” As Chuyen said, certain values 
honesty, courage, and responsibility were the ones that both a person and a citizen needed in 
anywhere and anytime. 
Judgment standpoint: for teachers like Chuyen, talking about “good citizenship” was not 
easy. As she explained, this was partly because “people would equate ‘country’ with ‘the state’ 
and be confused between fulfilling civic responsibilities for the country and being dutiful to the 
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state.” As such, she attempted to justify how “good citizenship” could be interpreted differently 
dependent on different standpoints. Her insightful narratives about how “the leadership said 
one thing and did another thing” and how “those people claim to be people’s representatives but 
actually act on their own personal interests” demonstrate the gap between people’s perspectives 
and the state’s view of good citizenship. In the same vain, Van and Giap made a point that good 
citizenship in the state’s eye was fulfilling such tasks such as obeying the law, paying taxes, or 
doing a military service. Giap added an important point that “good citizenship from this 
perspective also means not challenging the state and the CPV.”  
Values system: five respondents generalized the sets of values that might be seen as a 
parameter to decide whether a person or a citizen was regarded as good. While most of them 
tended to see alignment or conformity between morality/values of a community and national 
laws, some teachers, for example Nha, stated that 
The national laws are created by people, but they [those people] are not all of us. You 
know that community has their own regulations, customs and values. As the saying 
popular in Vietnam goes ‘Custom rules the law,’ meaning that imperial power even bends 
to suit rural customs, so you might be judged bad by the King but still you’re a good 
person in your community. (Nha, CE) 
This is an interesting point because for Nha, the concept of the King seemed to be still relevant 
in the current time although she did not make any further comment about the contemporary 
political system. In a similar way, Thuc believed that a person who could be considered 
dedicated in a family, helpful in a community but not necessarily a good citizen. This happened, 
as she argued, when “someone is not conforming to the authority’s demand, for example in 
doing something harmful to his community.”  Another teacher, Van also acknowledged the 
community’s values but suggested that: 
if laws were built on the basis of people’s general wishes and values, the society would be 
happy and then operating well. But in reality, there are certain disagreements, of course. 
For example, if you were a dictator, there would be more likely that you could not hear 
the people’s ideas. (Van, History) 
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In this, Van articulated the potential gaps in the values systems, especially in an authoritarian 
system that may lead to tensions and what he termed as “civil disobedience” in the society. As 
the later sections show, Van was a history teacher but also a teacher educator, who among some 
other critical teacher participants, expressed their explicit ideas over the need to change the 
current teaching practices with regard to citizenship education. 
Table 8. Good person and good citizen from the teachers’ perspectives 
  
In brief, around half of the interviewed teachers (8) made a clear and comprehensive 
distinction between the notions “good person” and “good citizen.” Teachers’ explanations 
suggested that the most useful point of reference to differentiate the two concepts may be a 
judgment standpoint, particularly in the relationship with the community and the state. In 
practice, these terms (good person and good citizen) tend to be used interchangeably in many 
situations. 
Markers of good citizenship 
Talking about “good citizenship,” each teacher shared at least two points about their 
understandings of what makes a good citizen. These most frequently mentioned points were 
“obeying the law” and “morality.” Other markers of good citizenship, including responsibility, 
patriotism and identity, and knowledge about the world were also mentioned and will be 
presented in a descending order of frequency. 
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Good citizenship as obedience to the law  
The majority of teachers (11 out of 15) mentioned that good citizenship involved “obeying 
the law” or “not violating the law.” For example, Lien stated that: 
Good citizenship in general requires a person to be aware of, live and work according the 
constitution and laws. The most simple and concrete thing to tell students is that they 
have to obey traffic laws, including drive in the right lane, stop at the traffic lights, wear a 
helmet if drive an electric bike… (Lien, Literature)    
Along the idea of law observation, two other teachers phrased the same idea a little bit 
differently such as “following seriously the Party line and state policies” (Phuc, Thu) as one of 
important indicators of good citizenship.  
Good citizenship as morality 
The second element of good citizenship from teachers’ perspectives was morality. 
Morality was conceptualized by at least nine teachers (9 out of 15) as a set of conducts that was 
approved and used by a community. Some teachers (Hoi, Vinh) believed that citizenship 
education, including Civic education, was mainly about teaching morality. Yet Nha, a secondary 
school teacher of Civic education, made clear that: 
As good citizenship is the combination of following moral standards and obeying law, my 
subject (Civic education) also centers around these two areas: morality and law. At the 
lower level (of education), more emphasis is on morality which teaches students virtues 
such as patriotism, honesty, fairness, etc. which are the qualities crystallized through 
many Vietnamese people’s generations. As students go to the higher levels, we teach 
them more about laws in combination with other morality content. (Nha, CE) 
Nevertheless, she conceded that the impact of formal moral teaching on students was not as 
significant as people would expect. In her opinion, this was because teachers only provided 
knowledge, principles and theories. Thus, parents should take primary charge of educating their 
children because they were direct guide and evaluator of their children’s behavior at home.  
Talking about “morality,” some teachers connected it with “talent” (tài), making the two 
a formulaic pair of qualities for good citizenship. This pair of qualities, “morality and talent” (tài 
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và đức), briefly sums up the qualities of an ideal citizen who is moral and (professionally) 
capable. Other teachers did not specifically refer to the term tài (talent); but they mentioned 
knowledge and skills as essential components of good citizenship so as a citizen is capable to 
help make the society better.  
It is worth noting two observations regarding “morality” at this point. First, although 
morality was frequently mentioned in our conversations, no teachers touched upon 
“revolutionary morality” (đạo đức cách mạng) in their conceptualizations of good citizenship 
despite the fact that this is a popular term in the official discourses. Instead, they emphasized 
“traditional values” that focused on proper behaviors in relation to other people. Popular 
traditional values included respect the elderly, be grateful to teachers, honesty, and patriotism. 
Likewise, discussing students’ contributions to the community or country, teachers tended not 
to delve into being loyal to the CPV and socialism, except for two teachers who expressed explicit 
support to the CPV’s ideology (Phuc, Thu).  
Second, some other teachers (Giap, Van, Chuyen), valuing the importance of civic 
engagement, explicitly pointed to a distinction between “community or country” and “the state 
or the government.” What has been revealed in the later analysis also suggests that while using 
the terms “community” and “country” interchangeably, most interviewed teachers were 
conscious about the boundary between “community” and “leadership” or “country” and “the 
state” in their conceptualizations of good citizenship. In this sense, as shown in later 
subsections, teachers’ tendency to conceptualize good citizenship as engagement with 
community might reflect their inclination toward community’s values and interests over the 
state’s ones. But this also suggests teachers’ own puzzle or dilemmas when it comes to teaching 
for citizenship or practicing good citizenship in reality (see below and also Sections 6.1.3 and 
6.3).  
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Good citizenship as responsibility 
In addition, most interviewed teachers (11 out of 14) suggested the notion of 
“responsibility” in conceptualizing good citizenship. Teachers mentioned three areas of 
responsibility that are necessary to make a good citizen: responsibility toward yourself, your 
family, and the society. First, responsibility toward yourself in teachers’ views means fulfilling 
one’s tasks, assignments, and following closely regulations or rules of the organization (school or 
company) that one belongs to. Similarly, as a child or member of a family, one should be 
responsible for contributing to making her/his house a happy place to live, including caring for 
other family members. Finally, stressing that citizenship involves individuals’ relations with 
other people and surrounding environments, teachers indicated that a good citizen needed to do 
good things for the environment and the community in general. The idea of “responsible 
citizenship” is illustrated in Phuc’s citation of Marx as follows: 
As Marx said, a human’s nature is the harmonious amalgam of all social relationships. 
Therefore, as a child you should respect and take care of your family’s members, as a 
parent, you should love and bring up your child. In the community, you should have 
good relationship with your neighbors, friends and responsibility to make the 
community safe and livable. At workplace, you should be accountable for your work and 
get along with your colleagues. (Phuc, Literature) 
In a more critical perspective, both a Giap and Van conceptualized a responsible or good 
citizen by his/her cognizance of rights as well as responsibilities. Their idea is evident in the 
following quote by Duong: 
A good citizen is a person who is fully aware of his or her rights, together with his or her 
obligations. It is your responsibility to realize and actualize your rights toward the 
community [and] the country that you belong to. I think realizing your rights is very 
important if you want to be a proactive and engaged citizen, doing good things and 
making positive change for the community. (Duong, CE) 
This perception of citizenship, viewed through the lens of “responsible citizenship,” is notable 
because it focuses first on the rights aspect rather than “responsibility” as commonly included in 
other conceptions of citizenship. From Giap and Duong’s explanations in our interviews, it 
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appeared to me that their conceptualization came close to the liberal ideal of citizenship that 
values individual rights of citizens. I will return to this point in the discussion about the 
emerging conceptions of citizenship in the summary of this chapter. 
Talking about good citizenship as completing ones’ responsibility, some teachers 
stressed that it was important to balance the self/individual side versus the community side. 
Lien explained that: 
We often focus on collective benefits because historically our culture has strongly 
emphasized collective efforts and team work …. But nowadays, if it is said that doing 
something is only for collective benefits, it would sound too theoretical or utopian. We 
put ourselves in a team, for a collaborative task, but we should be aware of individual 
interests or benefits. It is a harmonious, balanced combination between the two. (Lien, 
Literature) 
In other words, viewing good citizenship as responsible citizenship, teachers saw the 
significance of a balanced combination between individual benefits and collective benefits. That 
said, most teacher participants eventually implied the need to contribute to common good as an 
ultimate quality of good citizenship.  
Good citizenship as patriotism and national identity 
In referring to the importance of a citizen’s contribution to common good or the 
betterment of one’s community, six teachers (out of 13) specifically stated that a good citizen had 
to be dedicated to her/his country. In other words, “community” in relation to citizenship was 
directly associated with “country” and thus, a good citizen must be a patriot and show solidarity 
with other fellow citizens. For example, Thu, a history teacher, said: 
In my classes, I always orient my students toward patriotism. This is the best 
manifestation of good citizenship…. Our nation’s patriotism is profound and passed from 
our great grandfathers’ generations. The tradition of patriotism deeply embedded in you 
soul and heart will be awakened and broke out when it comes to national events that call 
for your nationalism…. We talk about how proud we are to be Vietnamese, how many 
upheavals and struggles our nation has overcome to have an independent country like 
today. Much of the achievements we enjoy today are because of the people’s patriotism 
and solidarity. (Thu, History) 
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Yet for Lien, a secondary school teacher, although patriotism might be viewed as an 
abstract or “big” concept but for her students, young citizens, it should mean making concrete 
and practical contributions to the country, for example: 
You don’t have to talk big about patriotism. To be a good citizen, simply, you do well at 
school, you acquire good knowledge and skills in order to have a good job. Once you have 
a good job, you can afford yourself and your family. The work you do also help produce 
goods or service for society. You then pay tax for the government and support those who 
are less lucky than you in the community. It is your civic responsibility, right? This is a 
simple way to contribute to your country in a practical and specific manner. (Lien, 
Literature) 
As revealed in teachers’ narratives, “country” is a specific conceptualization of 
“community.”  It means that when talking about “community,” many interviewed teachers 
almost readily related it with “country.” Some teachers’ associations of “community” or “society” 
with “country” appear to be direct and strong. This association seemed to evoke an inspiring 
source for these teachers in teaching and promoting patriotism in their lessons. In this regard, 
the idea of “national identity” was also mentioned by several teachers (6) to a varying degree. In 
referring to national identity or what was meant “Vietnamese-ness,” most of these teachers used 
the official term “cultural (national) identity,” which was used popularly in the state’s mass 
media or policy. For example, here are some teachers’ statements with regard to citizenship, 
patriotism and national identity: 
We have a very long and heroic history of fighting against foreign aggression: the 
Chinese, the French, the Japanese, and the American. It’s because our nation has a 
strong patriotism and we have a unique cultural national identity. I think every citizen 
should make efforts to ‘protect’ and enhance our national identity… I always teach my 
students to be proud of our identity. (Tien, History) 
I’m proud of being Vietnamese and think that we have done a lot to make our culture 
richer or to be “imbued with national identity” (đậm đà bản sắc dân tộc). (Thu, History) 
When I visited China last year, I tried to access to Facebook but couldn’t. Then my 
Chinese friends introduced me to some applications that were developed by the Chinese. 
I saw that most of them used their own (technological) applications and they’re proud of 
these products. Meanwhile we are different. We often do not appreciate our own 
products, the ones made in Vietnam … We do need to educate our students to have an 
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ardent love for the country, just like the way they (the Chinese) have a strong Han spirit. 
(Mua, Literature) 
In the last statement above, Mua believed that more focus on teaching about patriotism 
was important and necessary. Her explanation later in our interview indicates more clearly that 
promoting patriotism was not only to enhance the national identity in cultural terms, but 
importantly, to encourage the popularity of Vietnamese products, as well. This idea of advancing 
patriotism and national pride for the sakes of the economy has actually been massively 
promoted by the state, most evidenced in the nation-wide campaign “Vietnamese citizens use 
Vietnamese products” since 2009. The commonly held belief in such a campaign is that ‘buying 
Vietnamese products means you are a patriotic Vietnamese citizens’ (see e.g., Le, 2013). The 
notions of good citizenship and national identity embedded in the ‘patriotism logic,’ as analyzed 
in section 5.3.2, tends to be unquestionably internalized by the the masses including teachers. 
Nevertheless, not all teacher participants mentioned “patriotism” in our interviews or thought 
that they would promote patriotism (Van, Giap, Chuyen, and Duong). I pursued the 
conceptualizations of patriotism in relation to teaching citizenship with some of these teachers 
and will present their opinions in section 6.2.2 on Ideological dilemmas. 
Good citizenship: A global perspective 
In addition to the above conceptualizations, there is another interpretation of citizenship 
from at least four teacher participants. For example, Chuyen and Nha shared their view toward 
“community” as something broader than “country.” They envisioned a global community in 
which good citizenship, according to Nha, for example, meant citizens’ interest in global issues. 
These issues included environment protection, wars and conflicts, famines, natural disasters, 
epidemics, and social evils at the global level. For Chuyen, it was citizen virtues shared among 
humans’ communities that needed promoting, for example, living in harmony with nature, 
being humane, tolerant and sharing. However, such take on global citizenship was not yet widely 
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conceived by the teachers I interviewed and therefore needs further evidence. 
In brief, teachers’ conceptualizations of good citizenship demonstrate their 
understandings, beliefs, and in part their desires of the types of citizen they expected to instill in 
their students. These conceptualizations are important because they also reflect teachers’ visions 
of a broader political structure model in which citizens could function effectively. I will present 
the findings related to teachers’ visions in sections 6.3 (Education for Citizenship). 
6.1.2. Citizenship Changes 
All teachers in my interviews agreed that the general concept of good citizenship has 
changed over time. Such change was reflected in teachers’ contemplations about “previous 
generations” or “[their] own generation” in comparison with “today’s youth generation.” 
Immediate examples provided by teachers were associated with the war time and current time. 
This section presents findings about perceptions of citizenship changes based on three interview 
questions that I asked teacher participants: “What did good citizenship mean in the doi moi 
period? How did socialist citizenship look like then? And How was it different/similar to the 
present time?” 
Good citizenship in the (pre-) doi moi time 
According to the teachers, generations of the war time valued the collective spirit more 
highly compared to the present time. Good citizens were required to contribute to the common 
cause of the country, even to the point that individuality became indistinguishably mingled into 
the collective or the majority. Also, citizenship involved values about egalitarianism and 
equality, which required everyone to look the same, think the same, and receive equal benefits. 
For example: 
Good citizenship in the past involved attention to the “external aspects,” the ones outside 
each individual such as the resistance war, the country, and other people. People then, I 
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do not exaggerate, had to ‘bury’ or forget their self-beings as individuals and gave 
priority to the country’s great cause. When the war ended in 1975, people began to care 
more about “internal aspects,” for example, their inner lives, their individual rights to 
live, rights to express... Literary work at peace time honored workers who excelled in 
their fields and had their own ways of thinking and emotions instead of revolutionary 
heroes. (Hanh, Literature) 
 
People of previous generations aimed for egalitarianism and equality. They did not 
acknowledge that wealthy people might also be good people. Wealth [for them] indicated 
something, possibly inequality. For example, Party members were not allowed to do 
business; but it changes now. Previous generations sought equality by having no 
exploitation and oppression. But now we see that each type of capacity should receive 
relevant commensuration, which is a form of equality. Equality does not mean that you 
receive three VND for your work and other people also have to receive three VND [for 
their work]. It is now important that your work, your capacity is properly evaluated and 
commensurately paid. Equally important is just and fairness. (Chuyen, Literature) 
In teachers’ reflections, most teachers immediately recalled the critical transition 
associated with the country’s economic renovation in 1986. The living conditions during the late 
1980s and early 1990s in Vietnam were extremely difficult so that almost all people struggled 
with making ends meet. None of the teachers I interviewed left their job. But the majority of 
them reflected on a very hard time when doing at least one non-teaching part-time job was 
prevalent among teachers of all levels. Some interviewed teachers (5) could not recall 
immediately the idea of good citizenship in this period. As they explained, this was in part 
because they were too young then; or “good citizen” was not something appealing to them 
because their lives were already occupied by daily hassles and other economic upheavals of the 
country after the war. For example, Lien, a new graduate in the literature major in 1987, said: 
The country was so difficult then. After graduation, I was sent to a mountainous remote 
area to teach. Far from home and always getting delayed salaries, I barely thought about 
good citizenship, perhaps a too general and distant concept then. I only remembered 
that everyone was also poor and struggling leading a hard life. (Lien, Literature) 
Like Lien, Chuyen, a retired teacher now, also did not think much about the idea of 
“good citizen” during the early years of doi moi. Yet she believed that most teachers seemed 
“good teachers” then. She recalled that no teacher that she knew received money from students 
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in exchange for grades, which according to her was so popular in the present time. In some 
cases, teachers might engage in teaching extra classes, but they would hardly be blamed for it 
because “everyone understood that teachers were low-paid.” Particularly, in that context, 
teachers did not try to “make money out of students as the way many teachers nowadays were 
doing.” 
That said, the official model of a good citizen was explicit in the curriculum and state 
propaganda. Some old teacher participants thought that even though the country was 
transitioning to a new economic development, “citizenship” of the 1990s remained a “strongly 
politicized” notion. This point is illustrated by the perspectives of two teachers, both of whom 
were no longer public teachers at the time of the interview with me. 
People in this time [doi moi] would say: “I am [sacrificing] for others and others are for 
me.”  And then a good student was taught to “love his country, love his countrymen.” 
These words all sounded so ideal! But what was the reality? Why weren’t we asked to 
love our parents or our family first? Why did we have to sacrifice ourselves and suppress 
our individuality? […]  (Duong, CE) 
In a detailed remark about the changing notion of good citizenship of the doi moi period, 
Van (History) said that: 
The idea of good citizenship during the 1990s was still ‘densely politicized’ and attached 
to a given social model, which you might know, socialism. The kind of citizen in these 
days was described as the one with a “tail” [or suffix] of “socialist.” That kind of 
citizenship, I think, is different from the current form. The contemporary idea of 
citizenship may be entailed more universal values such as altruism, peace-loving, or 
especially individual rights. I was not sure but at least, as you may observe from state 
media, they use the term “citizenship” in a broader and more flexible way, not as rigid 
and narrow like before. (Van, History) 
Van’s observation about the changing use of “socialist citizenship” is confirmed in other 
teachers’ reflections. While most teachers who were younger than 35 years of age admitted that 
they rarely came across the term “new socialist person,” some older teacher participants said 
that “constructing the new socialist person” was a popular slogan in their time before doi moi. 
During the doi moi era, this term tended to be shortened to “new person” and mostly appeared 
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in the official newspaper or state media. Nevertheless, as the society transformed dramatically, 
the more interesting change actually took place inside teachers’ perceptions and beliefs toward 
their own “socialist citizenship.” Chuyen’s story about how her thinking and practice of “good 
citizenship” had changed is a vivid example of a shifting citizen identity. 
I realized that I have changed a lot. I used to be an extremely serious, always following 
strictly all regulations, policies and Party line etc., my speaking and my actions must be 
consistent with the guiding document (văn bản chỉ đạo). From the early age, I was 
known to be such a serious person and tried to not bother or disrupt other people [...] 
But now, I see myself speaking up more often. Many times, I realized that I was different 
from other people surrounding me, but I was no longer daunted. I just spoke up for what 
I want for me, for other people. And not just speaking, I did as well […] I don’t see it was 
an incredible change. I have been always an honest person. But because of the new 
conditions, particularly when I assumed the leadership role, and perhaps as I advanced 
in age (smile), my thinking changed. (Chuyen, Literature) 
In her story, Chuyen described herself as a dedicated and well-behaved teacher. Over 
time, the condition of a transition society, her new professional role, and seniority gave her an 
updated perspective about what it meant to be a good teacher-citizen, at least within the school 
setting. She became more critical, daring to speak up to protect the rights and legitimate 
benefits of herself and her staff and daring to take actions in the interest of her own (semi-
public) school. Her thinking and actions these days might still reflect her true nature of an 
honest person as before. Yet she no longer considered herself as being constrained by or 
submissive to an “ideological reign” that would make her feel “odd-one-out” or be regarded as 
disruptive for having a different voice.  
Good citizenship in the present time 
Today, as Vietnam opens more into the world, the young generations share many values 
of citizenship that are different from the previous generations. According to most teacher 
participants, although young people now are smarter, more creative and versatile, they tend to 
think more about themselves. They are also more interested in making money, enjoying 
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entertainment and seeking personal success and individual rights.  
From teachers’ perspectives, young people seem to be more selfish and practical in their 
thinking and living as compared to those of some ten decades ago. For example, Thuc said: 
young people do not care much whether someone is good or bad. Good citizenship is 
likewise something odd or vague for them. They just care if someone or something brings 
them benefits, or to be more positive, whether these benefits are for more or fewer 
people. (Thuc, Literature)  
Similar comments were made by even younger teachers. Hy recalled her hard childhood in the 
mid-1980s. She made many efforts to do well at school because she wanted to make up for the 
hard time that her impoverished parents underwent as they struggled working and raising her 
and her siblings. Meanwhile, as she complained, young students nowadays 
[…] only think about themselves. Of course, they also attempt hard to do well, but their 
motivations seem to stem from their own dreams, such as of getting a good job or of 
earning a lot of money. They are always thinking about money and their motivations for 
everything they do are attached to money. (Hy, History) 
However, according to other teacher participants, focusing on self and demanding more 
for one’s own benefits were not always seen as bad things. Although this viewpoint was 
expressed by teachers who held negative ideas about the young generations, it was also 
supported by older teacher participants (Lien and Chuyen). They argued that the youth needed 
to develop skills and knowledge necessary for a modern life. If the youth were capable of, for 
example, obtaining a good job or earning much money, then they would be able to support their 
families and pursue their dreams that make the communities and the world better. In this sense, 
they should not be seen as selfish since they did think about other people, about the wider 
community but in ways different from the older generations. 
While admitting that youngsters appeared more creative, adaptive and assertive, some 
teacher participants thought that many of their students did not work as hard as their previous 
generations. A teacher lamented that her students spend more time entertaining themselves, 
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doing what they like, or they even “enjoy breaking-the-laws-just-for-fun” which in her time, 
people would never risk doing that. For example, she felt so bothered because her students  
[…] only do what they like or are interested in. They would not care even their parents 
and teachers said that something was good or bad… A small example is wearing a helmet 
while driving [a bike or motorcycle]. It is good and safe for them, right? They may carry 
the helmet. But only when going close to the school where someone would fine them for 
not wearing a helmet, they put it on. Wearing helmet while driving, it’s a simple act to be 
a good citizen, isn’t it. But they enjoy not wearing the helmet. They enjoy driving in four 
or five on a motorcycle or littering on the street etc. (Lien, Literature) 
For her, it was not just students but people of modern time in general who appeared to be selfish 
and practical. This was evidenced in her statement that “more and more people these days are 
corrupt and get easy money for themselves.” 
Teacher participants also indicated how practical their students tended to be, most 
manifested in the students’ inclination toward or focus on courses/subjects for study: 
[The students] just want to study subjects like Maths and English. These subjects are the 
ones for the graduation exam. They may also study Literature or some other subjects but 
not much out of their genuine interest. Just only for exams! And obviously, they are not 
interested in social sciences subjects like Geography, History… They know that they can’t 
get highly-paid jobs with these subjects. Some of them might love my subject [History], 
but you see, everyone would tell them that it would be odd to do something specialized in 
history in this time. Also, they all believe that a historian or a teacher like me will go 
hungry in the future (smile). (Hy, History) 
One of the recurrent themes in our conversations about good citizenship concerns young 
people’s life goals or life vision (lý tưởng sống). Teacher participants agreed that since the 
country ‘opened its door’ to the world, young people became less interested in the revolutionary 
ideals and the related idea of life goals. In the past, these two notions were almost synonymous 
since most young people then espoused revolutionary or patriotic citizenship ideals as their goal 
in life to join the national struggles against foreign aggression to protect the country. As one 
interviewed teacher put it, today’s young people’s disinterest stemmed from the fact that “the 
country was no longer at war.” It is also a natural and inevitable consequence of a society 
transitioning to a modern life where young people find many other things to be more concerned 
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about: entertainment, friends, study and career, etc. Even for teacher participants who regarded 
themselves as Marxists (or whom I could identify as Party members), the idea of ‘revolutionary 
and socialist ideals,’ which was considered the mainstream ideals in official discourses, was not 
self-initiated in their stories. Instead, by life goals, the teachers meant caring about and helping 
other people, participating in community work, or seeing community contribution as the core 
and ultimate purpose of living in this world. Nevertheless, with any meanings, young 
generations seemed to be having a practical lifestyle without ‘lofty visions.’ For example: 
Young people now are unconcerned about others. They are indifferent to many things 
happening around them. But they know what kinds of clothes are trendy, what that 
famous DJ said in the last night show, who that singer is dating with. They don’t care 
about abstract things such as life goals of their own or causes of helping others. (Tien, 
History) 
People of the modern time become distant and aloof. Quite different from the previous 
generations, they are alienated and unengaged. (Phuc, Literature) 
     
Why changing?  
Explaining the changes in conception and practice of citizenship, teachers gave many 
reasons related to Vietnam’s opening-up and the changing global contexts. Some of teachers’ 
explanations for the changing citizenship include: young people’s new life values, popularity of 
technological applications, the rise of market economy, and the increasing demand for 
individual rights. 
In the views of Thuc, a Literature teacher, young people’s alienation was intimately 
linked to the inclination of self-center. This link might be reflected in their life philosophy, 
which was both surprising and disappointing to this teacher. She learned about their values by 
talking with her students and reading stories (books) written by young people. She said: 
I read a lot of their stories and spent much time thinking about what they call “self-
protection.” By this, they mean a way of thinking and living these days. How? It is also 
stated in their motto: “Indifference is a way of self-protection.” Many people, young 
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ones, tend to have a strong sense of self-protection by being indifferent, uninvolved, or 
uninterested. They try not to express themselves, not to get frustrated, simply to protect 
themselves from challenges or chaos of life. (Thuc, Literature, emphasis in original) 
This non-relational attitude, as Thuc observed, was emerging because many young 
people who were over-parented felt awkward or vulnerable when dealing with problems in the 
society. They felt no longer the center of the world and so they would rather choose to retreat. As 
a result, they did not want to participate in social work or involve in any community activities. 
Nevertheless, for other teachers, life vision of Vietnamese people was still associated 
with patriotism, albeit in an implicit or intangible way. Tien, a History teacher, told stories of 
how young people’s patriotism was unfolded and manifested through events such as 
international soccer tournaments, which involved the Vietnamese team and issues related to 
China-Vietnam strained relations. As she noted, patriotism was the ultimate manifestation of 
one’s life goals: 
Many older people think that young people nowadays don’t have life vision. They do 
have. Whenever we touched upon the South sea issues in my History class, my student 
was excited. The students got exasperated about the ways that Vietnam was ‘badly 
treated’. They sounded almost ready to join the army in order to protect the country. 
They have a deep love for the country and want to contribute to the country whenever 
they are called to do so. It is a noble goal of life that many young students are pursuing, 
which is great. (Tien, History) 
Explaining the growing alienation in modern society, several teachers were of the 
opinion that it was advanced communication technology such as Viber, Zalo, and Facebook, 
albeit effectively connecting people together, tend to create distance among people. It sounds 
paradoxical but in fact, as a teacher participant said, 
Many of [my student] now possess digital devices, even though the device can be just a 
flip phone to get connected fast with their parents. You know, students are not allowed to 
use these devices in class. But during the recess, instead of going out to play, each of 
them stick their eyes to the phone screen, checking messages, playing games or doing 
something else with [the devices]. There are many applications and functions on a phone 
that make adults, let a lone the kids, so occupied, distracted, and dependent on it. So, 
how do they want to communicate with real people? (Phuc, Literature) 
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Meanwhile, some teachers also considered the rise of a market economy as the culprit 
making people of modern time interested in so enthusiastic about money making and thinking 
more about self. The teachers acknowledged economic benefits of a market economy. Yet, it was 
economic interests that  
people become less humane and more selfish. Because life is increasingly materialized, 
people are getting crazy about making profits to meet their growing demands of that 
lifestyle. (Tien, History) 
As a result of young people's changing life perceptions, teachers thought that young generation 
had a “vague identity.” Some teachers saw a close connection between Vietnam’s integration 
into global economy and Vietnamese youngsters’ fading national identity. When I followed up to 
clarify what they meant by “vague identity,” they referred to young people’s multiple interests, 
favorites and passions. It was such diverse individualities that blur a collective identity in 
modern people. The teachers regarded such a state of diversity as a “lost national identity” as 
they juxtaposed it against a clear-cut, unanimous collective identity that previous generations 
upheld (Thuc, Phuc, Hoi, and Hy). 
Another consequence of Vietnam’s opening-up and global integration as pointed out by 
teacher participants was an increasing awareness and exercise of the rights of young people. At 
least three teachers illustrated the idea that people of the modern time started to realize or 
demand more their rights. For example, Vinh, a CE teacher reported that: 
Young students nowadays are highly aware of their rights. They always want to raise 
their voice. In my time, good students were those who behaved well and listened to the 
elders. But now, if you’re wrong, even you’re their parents, grandparents or their 
teachers, they would readily challenge and be critical of your idea. (Vinh, CE) 
Meanwhile, another teacher also recalled that her students also appeared to pay attention to 
(political) events that happened beyond the school setting. For example, she said: 
I’m not sure if any of my students involved in the anti-China mass protests in recent 
years. But whenever it [tensions between Vietnam and China]26 happened, my students 
                                                 
26 Most tensions in the past years have been related to the disputed South China Sea. 
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also expressed anxiety and concerns. They talked to each other and they asked me as if I 
knew more updates than the media. Sometimes, in their essays, I also read their opinions 
about such political events. I think they did care. They wanted to exercise their rights, or 
take action, or to do something for the country. (Chuyen, Literature)  
In fact, as presented in the previous section, some teacher participants also emphasized 
the rights aspect as an indispensable component of good citizenship. Findings so far have 
indicated that while endorsing certain aspects of civic rights, particularly equality before the law 
and freedom of speech which were limited in the party-state of Vietnam, most teachers tended 
to place emphasis on maintaining harmonious relations among individuals and in the society 
more broadly (see Section  6.1.1). As such, they would be critical of young people’s excessive 
focus on individual freedom which might potentially come into conflict with a vision to see each 
individual as part of a larger community. The possible contradiction between individual rights 
(or individualism) and community responsibilities (or collective identity) is an intriguing issue 
which could be usefully explored in further research (see Section  8.2). 
In brief, as evident from teacher participants’ reflections related to changes to good 
citizenship, younger generations appeared to be individualists, materialists and pragmatists in 
teachers’ eyes. As such, good citizenship no longer entails a strong sense of dedication to the 
common causes and revolutionary ideals although there remains a sense of contribution to the 
country yet through personal success and with a higher sense of rights. Since the issue of rights 
was brought up in teachers’ conceptions of good citizenship, I explored their opinions about the 
practice of good citizenship with reference to civic rights in a specific case. Teachers’ 
perspectives regarding this issue will be analyzed in the next section. 
6.1.3. Citizenship as a Right: The Case of Teacher Tran Thi Lam 
One year prior to the current interview took place, in the summer of 2016, thousands of 
Vietnamese users shared a poem written by Tran Thi Lam (hereafter teacher Lam), a high school 
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teacher of Literature in Ha Tinh.27 Deeply disturbed by the serious pollution that was discovered 
in the early 2016 and caused by Formosa, a Taiwanese steel mill in her home city, teacher Lam, 
composed a poem primarily geared toward the Vietnamese government that handled the case so 
slowly but was also held accountable for other mismanagements of public resources. The poem 
(see Box 10) received extraordinarily widespread attention from online audience. Soon after 
being released by the author, the poem was transformed into many beautiful, touching, and 
inspiring song versions. Because the poem was written as a burning question asking the author’s 
imagined soul mate, she received countless responses in a form of a poem from Vietnamese 
audiences all over the world. But while the poem emotionally resonated with many people, a 
certain number of people thought that the author went too far as a teacher-citizen. The local 
authority was among the later group. Thus, they got the local police (the Cultural Security and 
Politics Protection Office)28 to have a private conversation with teacher Lam. The result was that 
her poem was removed from social media immediately, followed with a rumor that she would be 
punished by the school where she taught. Since teachers in Vietnam rarely expressed their 
critical ideas about social issues online, particularly the one perceived as pertaining to the state 
and CPV, this section examines how teachers viewed the incident as a case study to understand 
teachers’ perceptions of citizenship in practice. 
                                                 
27 A province in north central Vietnam. 
28 In Vietnamese: phòng An ninh văn hoá - Bảo vệ chính trị, Công An Hà Tĩnh 
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Box 10. Teacher Lam’s poem 
(English translation)29 
 
My dear, our country is so weird, isn’t it? 
 
Brother, why is our country so strange? 
Four thousand years old and doesn’t want to grow up 
Four thousand years old and still needs to be fed 
Never complain in the face of injustice… 
 
Brother, why is our country so weird? 
We make gigantic sticky rice cakes 
And monuments that cost billions 
Yet human lives (are cheap) like a fingernail… 
 
Brother, why is our country so sad? 
Silver sea, evergreen forests, and radiant rice fields 
(Now) the forests are gone and sea is dying 
Boats are laying watching waves from afar… 
 
Brother, why is our country so pitiful? 
Every child bears the debts their forefathers left 
What will we leave for the next generations? 
So that they will not bow down to the world… 
 
Where is our country going, brother? 
You don’t know, and how could I? 
The question for the sky, for those in the future and 
those in the past  
Please tell me where the country is going… 
 
Tran Thi Lam 
April 25 2016 
 
 
(Vietnamese original) 
 
Đất nước mình ngộ quá phải không anh? 
 
Đất nước mình ngộ quá phải không anh? 
Bốn ngàn tuổi mà sao không chịu lớn 
Bốn ngàn tuổi mà vẫn còn bú mớm 
Trước những bất công vẫn không biết kêu đòi... 
 
Đất nước mình lạ quá phải không anh? 
Những chiếc bánh chưng vô cùng kì vĩ 
Những dự án và tượng đài nghìn tỉ 
Sinh mạng con người chỉ như cái móng tay… 
 
Đất nước mình buồn quá phải không anh? 
Biển bạc, rừng xanh, cánh đồng lúa biếc 
Rừng đã hết và biển thì đang chết 
Những con thuyền nằm nhớ sóng khơi xa... 
 
Đất nước mình thương quá phải không anh? 
Mỗi đứa trẻ sinh ra đã gánh nợ nần ông cha để lại 
Di sản cho mai sau có gì để cháu con ta trang trải 
Đứng trước năm châu mà không phải cúi đầu... 
 
Đất nước mình rồi sẽ về đâu anh? 
Anh không biết em làm sao biết được 
Câu hỏi gửi trời xanh, gửi người sau, người trước 
Ai trả lời dùm đất nước sẽ về đâu... 
 
Trần Thị Lam 
25/4/2016 
 
When asked about the case of teacher Lam, the vast majority of interviewed teachers (14) 
agreed that the act of sharing the poem of this teacher was not wrong. Yet teachers’ explanations 
revealed different views regarding the practice of citizenship. Most teachers suggested that since 
teacher Lam was a responsible citizen, she wanted to make the community better by expressing 
her concerns about the country via her poem. Her poem was seen as reflective of an upset, ironic 
yet honest voice coming from a citizen who: 
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was deeply concerned about the environmental pollution in her home city that was not 
addressed in a due manner. More broadly, as reflecting on other matters that drew 
public attention, she felt disillusioned about the present and helpless about the future of 
the country. (Nga, Literature) 
However, when it comes to judging whether Lam was a good citizen, teachers had two 
strong opinions about this incident. The first group, consisting of three (3) interviewed teachers, 
did not side with Lam’s action. One teacher argued that Lam was a teacher who is a state civil 
servant and naturally expected to be a “model citizen” in all aspects. Her poem had spurred a 
negative emotion in the public who would only see the bad side of the situation, leading to 
confusion and distrust of the CPV and the state. Another teacher, thinking that “such type of 
‘unhealthy’ information should not be spread,” found it sensible for the city police and school 
authority to warn her and have her remove the poem from the Facebook. One interviewed 
teacher held that “the students [were] still too young to understand politics” (Lien), so it is 
better if they did not know about this poem, especially as it was written by a teacher. 
The second groups, consisting of six (6) interviewed teachers, indicated that expressing 
one’s critical voice in a non-violent way was considered “normal” and “constructive.”  As an 
ordinary person who witnessed injustices in life, teacher Lam simply “followed her conscience 
and talked about these injustices” (Giap). These teachers supported her action, arguing that as a 
citizen, she wanted to help the country improve and she did this through a simple way which is 
composing poems and sharing them on her personal Facebook.30 Expressing one’s viewpoints 
through literary work was perceived as unexceptional because as Thuc said:  
                                                 
29 Edited and reviewed by Ngan-Eric, Nguyen Luong Hai Khoi, and Nong Duy Truong. 
30 Facebook is considered one of the most used social media sites for people and activists in 
Vietnam to vent complaints against unpopular policies. 
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many writers everywhere have expressed their concerns about the country’s issues. Their 
poems and literature are critical and significant ways to help people see the issue more 
thoroughly and find a solution that just does good for the country. (Thuc, Literature)  
Three (3) out of six teachers in the second group went further arguing that it was Lam’s 
right to raise her concerned voice. Therefore, she was a good teacher though she would be 
punished for being a “not-good” citizen from the party-state’s perspective. Unfortunately, this 
simple “demand” for a basic right of speaking out seems too distant in a country that has more 
than 4000 years of development as contemplated in teacher Lam’s poem: 
“Four thousand years old and still needs to be fed 
Never complain in the face of injustice…” 
The case of teacher Lam led some interviewed teachers to relate to other dissidents and a 
discussion about whether they regarded these dissidents as good citizens. Viewing critical 
teachers like Tran Thi Lam or Do Viet Khoa, who protested against corruption in his school, as 
people “rising before the dawn,” Thuc suggested that they were indeed “visionary people and 
responsible citizens.” Although they exercised the right that the party-state would technically 
not endorse, those forward-thinking people might be disrupting the status quo. But Thuc stated 
that, in the reality of a transition time, it was not always easy to determine if these people were 
good citizens or not. The boundary between good versus not-good citizenship, for her, was not at 
all time clear, or could not be simply treated as black and white in many situations. 
Meanwhile, Vinh, a CE teacher, likened dissidents to Don Quixote, a protagonist in 
Cervantes’ novel31 that was quite popular in Vietnam. In Vinh’s views, these dissidents were seen 
by the public as odd or eccentric people for acting differently or “wading against the flow.” 
Nevertheless, at some point in our conversation, Vinh sincerely told me that after all, she did not 
                                                 
31 The Ingenious Nobleman Sir Quixote of La Mancha (El Ingenioso Hidalgo Don Quijote de la 
Mancha, a Spanish novel by Miguel de Cervantes, published in two parts, in 1605 and 1615. 
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want to discuss political topics, suggesting switching back to our discussion about education 
related topics -- “something that was directly related to teaching and learning citizenship.” Her 
attitude was also similar to Thu, another history teacher who avoided talking about the case of 
Tran Thi Lam. Thu simply remarked that a good citizen needed to interpret the situation 
properly by “listening with both ears,” in order not to be biased. Her main message was that 
citizens should understand the state who had made considerable efforts and was in need of 
public trust and support to overcome challenges of a country in transition. 
Interestingly, although not explicitly favoring teacher Lam’s act of making the poem 
public, some teachers (3) connected the case to their own practice of citizenship. For example, 
Mua compared herself with teacher Lam, realizing in anguish that she (Mua) was after all not 
yet a good citizen. She saw herself as 
just an “ordinary citizen,” not to the point of a good citizen.  I said so because many 
times, I was upset and so disappointed about the reality, but I feel so powerless or 
disoriented because I could not change it. Or maybe I was afraid to change, wasn’t I? I 
felt an urge to escape to another place. It is ironical because I often teach my students 
that the world is now becoming “flat,” so to be a good citizen, you can contribute to the 
community from anywhere, but for myself, right now, right here, in my homeland, I am 
not responsible enough, not good enough and even just want to leave it. Teacher Lam is 
indeed so brave. She contributed by her own words, her brave poem, which is a good 
deed. (Mua, Literature) 
Mua’s self-reflection demonstrated her torment and conflict between what she previously 
conceptualized concerning good citizenship and what she later thought she would have done to 
be a good citizen, as specifically compared to teacher Lam. The conflict between the concept of a 
law-abiding, dutiful citizen and the need to be a responsible, participatory citizen is also 
manifested in some other teachers’ accounts of good citizenship presented in other sections of 
this current chapter (see Section s 6.1 and 6.2.2). It can be inferred from the teachers’ reflections 
that their perceptions of good citizenship, many of which were strongly associated with 
community (for example, “for the interest of the community,” “to make the community better,” 
“contribute to the community”), seem to be in contradiction with what some of them believed as 
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civic duties toward the state and the nation. This contradiction suggests disparities or tensions 
in teachers’ own conceptualizations as well as in teacher’s perspectives versus state rhetoric, 
which will be discussed further in Section 7.2. 
In brief, given the diverse viewpoints about teacher Lam’s case, it can not be denied that 
the right to freedom of speech is still a far goal in authoritarian contexts like Vietnam. 
Outspoken teachers such as Lam and those who voiced up against persistent (educational) 
corruption and inequalities are not many and considered to be brave people in the Vietnamese 
context. A closer examination of the practice of good citizenship in a particular context showed 
that teachers’ views about good citizenship were actually heterogeneous, suggesting disparities 
and tensions at three levels: between teachers and the state, among the interviewed teachers, 
and within individual teachers. Yet as demonstrated in the later analysis, teachers who upheld 
the socialist ideals or remained ambivalent about the state orthodoxy would be the ones who 
faced more dilemmas in their efforts of teaching citizenship. The next section explores teachers’ 
understandings of the official educational goals pertaining to citizenship development and 
teachers’ perceived challenges in preparing students for good citizenship. 
6.2. Teaching Citizenship: Goals and Challenges 
In this section, I examine challenges that teachers encountered in their efforts of 
teaching citizenship. On the assumption that teachers’ beliefs about the goal and role of 
education would shape and inform their conceptual challenges, I first analyze teachers’ 
understandings about educational aims related to citizenship development at two levels: the 
official general goal of the education system (national level) and the objectives of the subjects 
they taught (curricular level). I then look at teachers’ challenges and examine the ways in which 
these difficulties might turn to dilemmas and whether they could be (or could not be) negotiated 
in teachers’ teaching practices. This examination also illuminates the kinds of citizenship that 
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teachers developed or aspired to develop in their students. 
6.2.1. Educational Aims Related to Citizenship Development: Teachers’ 
Perceptions 
Commenting on the current educational aim in relation to citizenship development, 
teachers expressed various opinions, sometimes in tension with each other. Following are the 
most mentioned ideas including teachers’ understandings of the goal and vision of Vietnam’s 
education. 
First, half of the interviewed teachers (8) perceived education as a national priority with 
the current goal being to create well-rounded citizens. This education goal was interpreted by 
teachers as “comprehensive development/education (of students/humans)” (phát triển/giáo 
dục toàn diện). This means students should be educated to “develop all of their competences to 
meet the requirements of the new time” (Hoi, CE) or more generally, to become citizens who are 
“active, creative, and self-motivated to accommodate the development goals of the country” 
(Thu, Literature). 
However, while mentioning such a goal, some teachers (5) were explicitly critical of the 
“development of well-rounded humans.” For example, Nga, a literature teacher did not see any 
meaning in this goal, arguing that Vietnam’s education did not have any clear, practical vision 
for developing people or a specific kind of people it wants to achieve. Comparing with typical, or 
perhaps stereotypical, visions of citizenship among other nations, she cited that: 
[…] a German would be a discipline follower, a French would be a philosopher. But if 
asked about Vietnamese people, I don’t think that I can come up with any model in 
mind. I only see ugly Vietnamese (smiled sadly) […] In my opinion, Vietnam doesn’t 
have any definite or clear-cut pathway for developing its people. (Nga, Literature) 
From another perspective, Van, challenging the use of terms “rounded person” and 
“comprehensive development,” raised questions around their conceptualizations: 
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What does it mean socialist citizenship? I bet no teachers you interview would have an 
affirmative answer. Even a “rounded person”, what is it? I’m sure different teachers have 
different interpretations. As for “comprehensive development,” I am not sure if it 
involves development in all areas, all subjects or anything else? If this is correct, why do 
we still consider Math or English as the core subjects while History, Physical Education, 
as supplementals? There has not yet an explicit explanation for such concepts. (Van, 
History) 
For Van, all these “big buzz words” (well-rounded person, comprehensive development) were 
vague in conception because the current educational vision was not being grounded on any 
stated educational philosophy. Overall, what concerned those teachers regarding “all-rounded 
development” is that the goal seemed too general and never fully unpacked or interpreted in a 
way that could be meaningfully translated into teaching practice.  
Second and relatedly, most teachers (12) indicated that the goals and objectives in 
education all sounded “beautiful” in theory. But the reality was “another story” and/or had 
“many problems.” For some teachers (7), the policy (and Party line in general) was correct but 
the implementation of policy was problematic (e.g., Hoi, Vinh, Nhi, Lien, Mua). Specifically, the 
operationalization of the goal at the curricular level was not clear and consistent across 
individual subjects and over time. Several teachers (e.g., Mua, Hy) validated this point by 
demonstrating that they themselves could not articulate how the goal of “comprehensive 
development” was reflected in their subjects’ objectives. For other teachers, it was the goal of 
education that confused teachers, particularly those who looked for a sound philosophical 
underpinning. According to them, although stated that the goal drew on the Marxist-Leninist 
ideology, it was “not officially guided by any progressive educational philosophy” (both Van, 
Duong).  
 Third, when I told the teachers about the goal of “creating socialist citizenship” as stated 
in the Education Law and current education policies, teachers were divided in opinions. Some of 
them (4) strongly supported this overarching aim, some of them disagreed outright (3), and the 
remaining majority felt ambivalent, unclear, or preferred not to talk in detail about it.  
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In particular, both Phuc and Tien were of the same mind saying that because they were 
living in a socialist country, they needed to follow the state and CPV’s policy. Socialist 
citizenship, for these teachers, was the educational vision to create people who “take over the 
revolutionary cause of the Party and the people, who in the globalization time, should have new 
qualities such as adaptive, active, and creative” (Thu). Like Phuc and Tien, Thu expressed 
unquestionably her favoritism toward the state’s aim of socialist citizenship currently 
manifested in the “comprehensive development” goal in education. According to her, this goal 
was relevant in today’s time because “students would become experts in their own professional 
discipline and knowledgeable in politics to serve the country.” This interpretation of 
“comprehensive development” (or development of a well-rounded person) apparently aligns 
with the state’s ideal citizen who has “a red-mind and expertise” (hồng và chuyên) or 
“talent/competence and morality” (tài và đức) (see also Section 6.1.1 regarding this alignment). 
Other teachers seemed to show support for the socialist citizenship vision yet tended not 
to discuss it at length. Genuinely reminding me of the fact that they were “civil servants,” Vinh 
and Nha, CE teachers, suggested that it was “[politically] sensitive” to talk about “socialism” 
which was essentially associated with the CPV. I was aware that bringing up a topic directly 
related to “socialism” was not always relevant to these teachers. From my own experience and 
my confirmations with other teachers in our informal conversations, I learned that the term 
“socialist” (or “socialism”) in Vietnam, if used in daily casual communication, could be well 
linked to a kind of sarcasm or cynicism. In addition, as analyzed in the Methodology section, 
given the nature of my research, my research positionality and teacher participants’ 
backgrounds, I decided not to press them to explain this particular topic in more detail.  
Meanwhile, only three (3) teachers openly and definitely expressed disagreement about 
the socialist citizenship vision of Vietnam’s education. Two of them traced the origin of the “new 
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socialist” ideal to the Cold War, acknowledging it as a historical legacy. Yet, as one of the 
teachers stated, it was now “the twenty first century and things must have been different.” The 
retired teacher who made this point argued that: 
If the education system is to produce people like those in some Northern European 
countries, for example Norway or Sweden which never declare themselves socialists, 
then I have nothing to comment. But socialist citizens in Vietnam are a kind of robots. In 
the past, as products of a socialist education, we were supposed to do the same, think the 
same, and act the same. Now, everything changes but our education is still trying to 
create people who dare not speak up, not think and not do differently. (Duong, CE) 
From a broader perspective, Giap, who taught both literature and CE, viewed the aim of 
socialist citizenship education as “nonsense and harmful.” He called it “an indoctrinating 
education system,” no matter whether the system attempted to teach socialist or capitalist ideals 
yet in uncritical ways. He explained: 
Through the education system, the state forces its people to be loyal to a given political 
ideology. Who knows that ideology can be false or misguided? Just like you can’t educate 
a generation to be loyal to capitalist ideology, can you? You can’t say that capitalist 
principles are the best or absolute truths, right? (Giap, CE, Literature) 
For him, education that inculcated students in a narrow set of political beliefs was totalitarian. 
Its aim of creating a citizenry who must be faithfully allegiant to an ideology was therefore 
erroneous.  
It is worth noting that except for one retired teacher among those three teachers who 
disbelieved socialist citizenship, two of them no longer worked as teachers at schools at the time 
of the interview. This in part explains the teachers’ outspoken remarks regarding the education 
system, its goal and the associated politics of education.  
Some other teachers were honest confessing that they did not know or were confused 
about the kind of socialist citizen that the education system aims to create. In fact, findings 
about teachers’ perspectives that have been presented so far and will be presented in the next 
section (6.2.2) indicate a level of uncertainty, puzzle, ambivalence in the narratives of the 
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interviewed teachers regarding the socialist citizenship goal. For some senior teachers like Thuc, 
the term “new socialist citizenship” appeared obsolete. Thuc observed that she had not heard the 
term “new socialist citizenship or person” for a while; instead there emerged “widespread 
campaigns encouraging young students to study and work following the model of Ho Chi Minh.” 
Thuc’s idea was confirmed by other teachers’ observations, corroborating what was analyzed in 
previous chapter regarding the somehow less “politicized’ language and the increasing 
promotion of Ho Chi Minh as the national icon in the post-doi moi education discourses (see 
Sections 5.2 and 5.3) 
Objectives of Citizenship-related subjects 
In the interviews, I followed up the questions on the general goals of education with 
questions about specific objectives related to citizenship education of the subjects that teacher 
participants taught, i.e., Civic Education, History, and Literature.  
First, teachers confirmed that in addition to their subjects, other subjects also explicitly 
teach citizenship, for example Geography and National Defense Education. As a rule for all 
social studies subjects, a teacher of one subject should aim toward integrating content of other 
related subjects into his or her lesson. As a result, teachers generally see citizenship education in 
a broad sense as “teaching [to become] a human” (dạy người) in comparison with “teaching 
letters [knowledge]” (dạy chữ). 
In my interviews, teachers of Civic Education described their subject’s objectives along 
three core areas: knowledge, skills, and attitudes, which centered around morality, laws and 
regulations, civic rights and obligations. In comparison, teachers of Literature and History 
focused on the subjects’ advantages in gearing toward moral and civic values in students. In 
table 9 below, I summarize these objectives through teachers’ lenses and make three brief 
comments after that. 
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Table 9. Citizenship objectives as perceived by teachers of citizenship-related subjects 
Civic education History Literature 
Learn about good citizenship 
to make contribution to the 
country 
Build morality and character 
Learn life skills 
Understand Ho Chi Minh’s 
ideology 
Understand local cultural 
heritages (for example worship 
Hung King practice, folk song 
singing)  
Learn about citizenship 
knowledge in the 
curriculum/textbook and 
additional content about 
emerging issues such as anti-
corruption, environmental 
protection. 
Learn about the national 
history and history of the 
world in general 
Promote patriotism, national 
pride, national essence, and 
moral ideology 
Learn to acknowledge 
achievements of doi moi and 
be aware of their (students’) 
responsibilities to contribute 
to the country 
Learn about the relationship 
between Vietnam and the 
world and about global 
integration. 
 
 
Improve communication 
skills 
Cultivate good emotions 
and an appreciation of 
beauty in life 
Develop critical thinking 
Build morality and 
character 
Foster responsibility toward 
family and country. 
 
 
  
I would like to highlight three points concerning teachers’ views about the objectives of 
the subjects they teach before moving on to the next section: 
(a). A focus on knowledge: Descriptions of most teachers of their subjects indicate that 
they tended to focus on knowledge and knowledge transmission. This is reflected in words that 
teachers used such as “learn (about),” “understand,” or “knowledge.” While some of them did 
mention “skills,” only a few continued to explain in detail (without my prompts or follow-up 
questions) how they went about developing skills and attitudes concerning citizenship in their 
students.  
(b). A focus on moral learning: First, there was a tendency in teachers’ articulations of 
the subject objectives that stressed moral learning rather than civic education. This suggests 
teachers’ great emphasis on cultivating character qualities and morality over developing civic 
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virtues and values.  
(c). Critical thinking: At least three (3) teachers, all of whom taught Literature, included 
the critical thinking element in their descriptions of subject objectives. As mentioned previously 
(see Section  5.1), critical thinking was barely regarded as a desired skill in the curricula during 
both doi moi and post-doi moi periods. Yet, as teachers clarified, a level of “analytical and 
independent thinking skills” was needed in analyzing and evaluating literary texts (Mua, 
Chuyen, Nga). Although such thinking skills might be restricted to the Literature classes or even 
not yet become a discernible pattern in their actual practices, this particular finding suggests the 
expansion of official conceptions of good citizenship through the lens of Literature teachers32. 
In brief, teachers’ understandings of educational aims were generally in parallel with 
state policy. Yet, a closer examination reveals a diversity in their teaching and political 
philosophies. In addition to some teachers explicitly opposing socialist citizenship as an 
educational aim, there was a general degree of doubt or uncertainty over the current goal of the 
education system among most interviewed teachers. Overall, teachers’ positions and viewpoints 
about educational aims at any levels inevitably created areas of difficulties in their efforts of 
educating for citizenship. This issue will be dealt with in-depth in the next section, focusing on 
teachers’ challenges and their practices in educating students for citizenship in contemporary 
schools in Vietnam. 
6.2.2. Teachers’ Perceived Challenges in Teaching Citizenship 
Before going into detail of challenges in this section, I would like to clarify two points at 
                                                 
32 In practice, critical thinking has gained considerable popularity among Vietnamese teachers. 
The past couple years has seen more mentions of critical thinking in education newspapers, 
which reflects an inevitable tendency of teachers to integrate critical thinking in the curriculum. 
A quick search into Vietnam’s academic journals on education or pedagogy shows that the 
earliest research paper found on this topic was published in 2005 (e.g., 
https://tapchigiaoduc.moet.gov.vn/vi/magazine/tag/tư-duy-phản-biện).  
- 148 - 
 
the outset. First, in my conversations with the teachers, I asked them about the advantages and 
challenges that they had in teaching morality and citizenship. Literature and History teachers, 
for example, acknowledged the vantage of their subjects in educating citizenship. For them, 
morality or citizenship embedded in the content of Literature or History appeared easier to 
teach because it could be integrated in other related content (on Literature or History). Indeed, 
most Literature teachers perceived that their classes were good opportunities to cultivate 
dispositions for citizenship through analyzing characters in literary works. For History class, 
some teachers leveraged lessons on resistance wars or historical events to teach and promote 
patriotism, which they considered an essential aspect of citizen identity (Thu, Hy). On the other 
hand, most interviewed teachers admitted that teaching morality and citizenship was generally 
dominated by challenges that they encountered in their profession. 
Second, as we talked about the challenges in teaching citizenship, several teachers 
mentioned difficulties such as crowded classes, heavy teaching workload, low salaries, 
“unfavorable” working conditions ranging from lack of qualified teachers, multiple 
miscellaneous administrative tasks, limited professional development, unsupported school 
leadership to frequent (unexpected) external teaching inspection. These challenges, though 
some of which emerged as consistent themes in my data analysis, were confirmed in other 
studies, highlighting the challenges many teachers in Vietnamese schools face in general (e.g., 
Nguyen T.T, 2011; Hoang Tuy, 2012). For the purposes of the study, this section focuses on 
specific challenges that teachers directly encountered in educating for citizenship. The perceived 
challenges from teachers’ views are organized in four areas: difficulties associated with students 
and parents, obstacles coming from curriculum and school structure, society-related challenges, 
and barriers that are related to the teachers themselves. These challenges are multi-leveled, 
intertwined and tend to complicate one another as they come into interact with other associated 
factors. 
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Students- and Parents-related Challenges 
When responding to my questions concerning obstacles to teaching citizenship, several 
teachers mentioned students as the first factors that hindered their effective teaching of 
citizenship. From their perspectives, as presented in section 6.1.2, young students today were 
individualistic and pragmatic, which was evident in the way they approached their academic 
subjects.     
In fact, most interviewed teachers expressed that students were generally interested in 
“important subjects. ” STEM-related subjects such as Math, Physics, and Chemistry tended to 
receive more attention among the students. “Core subjects,” which could be among STEM, were 
those that students would take for the graduation or entrance exams. Among the three subjects 
that my interviewed participants taught, only Literature was given more weight because of its 
“core” status in most important exams. A Literature teacher commented that, if not for the exam 
purpose, “like other social sciences, [Literature] would have not been attached much importance 
to.” The main reason, as she explained, was because “students nowadays are practical. [They] 
know what subjects are more beneficial, giving them more chances to get better jobs” (Phuc).  
In comparison, Lien did not think that students were to blame. She believed that what 
students chose to study and how practical they became was influenced by parents’ expectations 
and particularly by exam pressures: 
Most subjects for enhancement classes are natural sciences ones and if students are not 
qualified for these classes, they finally turn to social sciences classes. Teachers tried to 
convince students to study the social science. (Lien, Literature) 
Hy, who had followed curricular instructions by citing many cases about Ho Chi Minh in her 
History lessons, lamented that her students did not want to “listen to these stories.” In the 
following excerpt, she mimicked the words and disinteresting manner of her students when they 
felt bored learning about Ho Chi Minh’s journey to seek ways to save the country: 
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Teacher, we don’t want to study about it! It’s all about the past! How come we emulate 
Uncle Ho who lived in a time that is too different from now? Why do we have to risk our 
life and lead a miserable life like him? He is a great man, yes, but we are just normal 
people. (Hy, History) 
In her talk with me, Hy still kept wondering if the students were joking or serious. But what she 
was certain about was that most of her students did not like learning about the past. A small 
number of them might still be interested in historical events, but morals from national heroes’ 
or great people’s stories were no longer appealing to them. This situation was also true in other 
classes where Literature and CE teachers reported that their students did not engage in Uncle 
Ho’s morals. The following quote from Nga illustrates this point: 
In the curriculum, anything can be related to Uncle Ho. My students often feel they have 
more than enough of those morals. I think the students can be aware that these morals 
are not wrong. But the students find the morals out-of-date, may be old-fashioned, and 
distant to their life. The students, [because they] are young, they do need new ways to 
learn about age-old morals. (Nga, Literature) 
I learned that Nga used to be awarded the title “Innovative Teacher of the Year” for applying 
technology and creative methods in teaching Literature. She felt that to attract young students 
particularly to citizenship or moral lessons, “teachers of modern time” must use “young 
generation’s language.” By this she meant technology was essential to communicating with 
young students. Thus, given that students these days were technologically savvy and pragmatic, 
she could find ways to teach citizenship that the students would “find somehow useful.” 
Yet some other teachers were not that positive about teaching citizenship through their 
subjects. They felt that despite their massive efforts, many students these days were 
“misbehaved,” “undisciplined,” and some were “going astray.” A secondary school CE teacher, 
Nha, even sounded over-worried about young students whose ethics, in her words, were “broken 
down” (sa ngã). Nhi was upset telling me about several cases of her students’ involvement in 
“social evils” (tệ nạn xã hội). Their parents were called to have a meeting with the principal but 
did not turn up or committed to educating their children at home. As a result, the students were 
punished by the school council or more seriously, were expelled from school. Nha maintained 
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that family played an important role in forming good character in children, particularly in 
adolescence. She suggested that it was parents who did not spend sufficient time educating or 
know how to teach their children. They spoiled their children yet did not cooperate with school 
and teachers to educate the children properly. She said: 
Many parents have an illusion that their children were very nice. But that’s at home you 
know[...]. They spoil the children by buying, for example mobile phones for them and not 
controlling their screen time. While teachers are trying to teach this or that, [the 
students’] minds are just with the phone […] Teachers can’t be their guardians. Students 
have love affairs, skip classes, go to hotel with their partners… When we reached out to 
their parents, they refused to come or did not bother responding to our requests. I don’t 
understand why they can’t cooperate with us to educate their own children. (Nha, CE) 
Similar to Nha’s concern, Lien believed that students were not taught properly at home 
where their parents did not set good models for them especially when it came to following rules. 
For her, a good citizen needed to respect even minor regulations; and importantly, parents or 
adults should set examples for the children first. Thus, she argued that “if children were 
littering, breaking traffic laws, or dishonest…, their parents and adults around [the children] 
should have been to blame first.” 
The paragraphs above show that, although some teachers (9) might list students among 
the first challenges for them to teach citizenship, most of them (7) found ways to get their 
students to learn, if not be engaged in their classes. They changed their teaching methods, 
became more flexible with the curriculum, or did not necessarily follow the textbook. For this 
group of teachers, obstacles that appeared due to students could be actually overcome with their 
own (teachers’) alternative interventions, including creative pedagogy. For other group of 
teachers (11), students’ personality and/or family teaching were major factors hindering the 
impact of formal citizenship education at school. Many teachers (12) recommended that parents 
should get involved more actively in educating children and that students should spend more 
time studying morality at home and school. 
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Curricular and School-related Challenges 
This section specifically examines challenges that Civic Education (CE) teachers faced 
related to CE curriculum and other school issues.  
As mentioned earlier, social studies subjects are generally received less students’ 
attention at Vietnam’s schools. This is particularly true for Civic Education, a subject that 
directly teaches students how to become a good citizen but is never highly regarded by students, 
parents, and may be teachers, as well. In fact, the “marginalized” role of this subject was also the 
greatest concern that all citizenship teachers kept raising in our conversations. A CE teacher felt 
that the subject was “at the bottom of the list of unimportant subjects” (Hoi). At the time of this 
interview (2017), CE was chosen for the first time to be among the high school graduation exam 
subjects. Students seemed to care more about the materials for studying it, but as interviewed 
teachers reflected, students were not truly into it. They just studied it for the exam. The 
following excerpt from a CE teacher illustrates this point: 
Students in the three CE classes I taught this year came to see me after class, asking for 
extra material and for test-taking techniques. Some parents even called me for advice to 
get their children well prepared for the final exams. It was so different from the past 
years. But you know, it was just that. After learning for the exam, they dumped all the 
materials away. I bet only a few of them remembered what was taught. (Nha, CE) 
In terms of course load, the majority of teachers complained about the limited class time 
for this subject given a great amount of content they were supposed to cover. The current class 
time for both secondary and high school curriculum is 45 minutes per week and 17 weeks per 
semester. Yet because of its “low status,” CE tended to be used for other subjects’ make-up class 
or for extra-curricular activities in preparation for school events.  
Meanwhile, the content of the citizenship curriculum was “very heavy.” All CE teachers 
(6) agreed that Civic Education was loaded with a great deal of information, particularly at the 
high school level where the focus is more on political/law-related knowledge. Much of this 
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content became dated quickly due to fast-paced developments in all aspects of today’s life. 
Textbooks thus are constantly updated as new laws come into effect or regulations are amended 
across the years. Apart from the core content in textbooks, teachers reported that extra content 
was added whenever there were new state campaigns and movements such as anti-corruption, 
anti-drug use at school, reproductive health for adolescence. On top of everything, in an effort to 
link up all social subjects, related content from other subjects was also supposed to be integrated 
in CE. This cross-subject content includes Ho Chi Minh ideology, life skills, environment 
education, traffic safety education, local heritages, making CE “an overloaded subject” (Hoi, 
Vinh). 
 As a result, CE teachers found themselves teaching new knowledge every year and 
practically “running through” the content in each class. Class time thus was primarily packed 
with imparting knowledge about morality, laws, civics rights and obligations. When I asked 
further about how students would practice the skills and competences they acquired in CE class, 
some teachers expected that other subjects and school activities would help students exercise 
civics knowledge they learned. A CE secondary teacher believed that formal citizenship 
education at school was only one source of impact on students’ formation of character and civic 
values. Other two sources according to her were family and society. This is also what she 
explained for the failing of CE at school: 
The lack of involvement from society and family in citizenship education is obvious. We 
can’t do everything by ourselves. Teaching children is the responsibilities of all parties: 
parents, schools, organizations… So you can’t blame just schools. If students mainly 
study knowledge at school, they should be given conditions to practice outside the class, 
outside the school, for example at home or in the society. (Nha, CE) 
In Nha’s comment above, she was able to point out one of the main reasons for the unsuccessful 
outcome of citizenship education: the lack of practice of citizenship beyond the CE classroom. 
Indeed, like Nha, most teacher participants when asked about challenges citizenship education, 
tended to focus on either the subject itself or factors outside school, such as the involvement of 
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parents and social organizations in educating students for citizenship.  
Meanwhile, at the school level, a very important factor contributing to successful 
citizenship education: school culture, tended to be glossed over by the teachers as a source of 
challenges. Van and Duong were the only two (2) interviewed teachers explicitly mentioned 
school activities and structure as significant conditions to teach and cultivate participatory 
citizenship. For example, Van stated: 
It is within the school that we have done well. We have been focusing too much on 
academic achievement and forgot that students are not machines, they need to become 
citizens or a human in a society. Schools may have extra curricular activities of the 
Unions, but those are mainly for the state’s official ideology. They do need to have more 
autonomous clubs of themselves. The students-managed clubs are very important for 
them [students] to practice ‘action’ citizenship (công dân hành động), I mean citizens 
who are able to actively participate in social activities (Van, History) 
Making similar comments about the absence of school activities in the process of 
educating students for citizenship, Duong, a retired CE teacher, added that schools themselves 
were set up in ways that “hindered students’ activeness and creativity.” Both Van and Duong’s 
explanations about school structure and setting suggest that citizenship curriculum in Vietnam 
tended to be conceptualized in a narrow sense, primarily focusing on textbooks and the subject 
itself.  
Taken together, findings about the challenges facing citizenship teachers that have 
presented so far indicate the need to interpret the citizenship curriculum much more broadly, 
encompassing not only teaching methods but also hidden curriculum through school activities 
and culture.  
 Challenges from the Society 
As Vietnam’s society is transforming dramatically, teachers find it increasingly difficult 
to teach citizenship. Viewing the situation beyond the school setting, the majority of interviewed 
teachers (10) suggested societal factors that impact the effect of formal citizenship education. 
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This type of factors was wide ranging, from the changing family structure, the reduced/doubting 
role of youth mass organizations, to the distrusting (education) system as a whole. 
First, some teachers mentioned that the traditional family structure had changed 
significantly, together with new arrangements of community in which families used to be based. 
For example, Van pointed out that modern families no longer consisted of several generations as 
in Vietnamese traditional society but tend to be nuclear ones with parents and children. Also, 
instead of only one parent being the breadwinner, both parents in a modern family now may 
work full-time, spending much less time bringing up their children. In addition, as a result of 
urbanization when a growing number of people immigrate to cities for better job opportunities, 
“community [particularly in rural areas] no longer serves as a source of socializing children into 
an adulthood life” (Nha).  
Meanwhile, teachers said that youth clubs or students-led organizations such as Ho Chi 
Minh Young Pioneer Organization were not active beyond state-sponsored campaigns and were 
therefore unable to attract students for extra curricular activities. As one teacher put, these mass 
organizations only existed “in theory” and circulated propaganda. The situation is complicated 
as advanced technological applications and information of all kinds in the globalizing world are 
occupying young people’s minds. Inevitably, most people tend to hold public schools to the goal 
of preparing children to become good citizens. It is thus expected that schools are the primary 
places where children learn “official” knowledge and necessary skills. As well, teachers are 
expected to bear a greater responsibility over students’ learning, particularly in terms of 
character formation and citizenship development (Van, Nhi, Duong). 
In the meantime, unfortunately, public education in Vietnam has received severe 
criticisms despite renewed reforms in recent years (Hirosato & Kitamura, 2009; Nguyen V.Q, 
2017). Susan Bayly (2014), among other researchers, pointed to the country’s “relentlessly 
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examination-driven national education system” and its “achievement disease” that hindered 
students’ active and creative learning (p. 497). Many interviewed teachers indicated a fact that 
public confidence in formal education was declining as more families chose to send their 
children abroad for study.  
In this context, citizenship education received little real attention and tended to be 
looked down upon. The narratives of teachers’ challenges related to students, parents, the 
curriculum, and the society also reveal that citizenship teachers felt conflicting and non-
confident in teaching what they were supposed to teach. This type of challenges, which may be 
the results of various factors, in fact are closely connected with the ways teachers perceived the 
aims of education and their teaching role in the society more broadly. The next section will shed 
more light on teachers’ own difficulties and dilemmas in educating for citizenship. 
Teachers' Difficulties and Dilemmas 
In addition to the challenges that were perceived as resulting from students, parents, 
curriculum, school and society, teachers themselves struggled with difficulties of their own in 
teaching citizenship. On the one hand, technical difficulties involve teachers’ perceived 
professional obstacles in finding an appropriate method to teach citizenship effectively. On the 
other hand, conceptual difficulties are challenges mainly experienced by the teachers who had 
doubts over the goals of the current education system and sought for an alternative approach to 
teaching citizenship. Some of these challenges became teachers’ dilemmas which could not be 
easily overcome in the medium-run to teach civic values and competences that teachers truly 
expected. 
1. Technical difficulties: teaching methods 
All interviewed teachers of Civic Education (6) were concerned with the use of 
appropriate pedagogies in teaching this subject. This is because as a teacher put, CE was “dry, 
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abstract, and theoretical in nature.” Further, in the spirit of the education reform, they were 
compelled to “change the method in ways that promote self-motivation, positiveness, activeness 
and creativity in learners” (Vinh). Thus, most teachers sought for good teaching methods to 
make the class more practical and engaging. For example, Hoi said:  
I have to integrate technology in my class. Sometimes, I use slides or make videos to 
make my lessons more interesting. The students like the videos a lot! They also find the 
theories or information presented in Powerpoint easier to understand. (Hoi) 
However, not many teachers could use technology in their class like Hoi because of the 
lack of school facilities. Hy, a History teacher in a rural school said that she never presented her 
lessons with slides and that it took her years to realize it was the way she (and other teachers) 
tried to impart knowledge that made their students bored. She argued that there were some 
students who showed high interest in the subject she taught (History). She thus looked  
around and tried out different ways with her students over years to improve the teaching and 
learning method. For example, in her class, instead of just lecturing historical events, she 
discovered an alternative: telling past stories or getting students write stories based on past 
historical events. She noted that, in her stories, she made up most characters but tried to ensure 
the content was as close to the real stories as possible. For her, this “technique” particularly 
worked for the curriculum units that geared toward inculcating ethics and promoting national 
identity. Nevertheless, “because of many other constraints, [for example] testing, limited class 
time, sometimes even parents’ objections […] I could not apply these techniques frequently,” Hy 
sadly admitted. 
Despite such efforts, most teachers felt that students have not yet been actually inclined 
toward CE and other social sciences subjects. While they believed that teachers should continue 
to improve their teaching methods and that the content should be reduced, only some teachers 
mentioned alternative teaching/learning approaches to get students have more opportunities to 
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practice civic competences. The lack of active and creative learning approaches to teaching 
citizenship was pointed out in Van’s comments about Vietnamese teachers in general: 
Many teachers still think that education means transferring knowledge. They consider 
themselves a “knowledge bank” and their teaching role is simply pouring that knowledge 
into students’ heads like empty vessels. That’s why they ask student to memorize in 
detail a given regulation or law, just with a hope to make learners become a copy of a 
teacher. No matter how advanced technology they apply, with that mindset about 
learning, they are actually not educators, they can’t perform the role of facilitators to 
help students develop to the fullest potentials. (Van, History) 
Van’s idea relates to that of Chuyen who, while sympathizing with teachers’ struggles in 
improving pedagogies, felt disturbed about teachers’ concerns of methods without a broader 
understanding of the teaching role and educational vision. Used to hold a principal position at a 
high school, Chuyen had strong and explicit views about teachers and education in general. She 
stated that: 
Our teachers struggle finding an appropriate method of teaching. Many of them really 
want to improve their teaching skills and widen their knowledge. But professional 
development opportunities for them is limited. It is difficult to require their self-study or 
self-improvement […] On the other hand, I doubt that teachers themselves are certain 
about the goal of education, or what type of citizen they are expected to produce. They 
are focusing on stuffing knowledge in students with no idea if such knowledge is of use to 
students in future. Only teaching for tests and exams, how can students like such 
teaching? How can students benefit from that kind of education? (Chuyen, Literature; 
my emphasis added) 
In both Van’s and Chuyen’s views, the fact that teachers had difficulties finding good methods to 
teach citizenship effectively was real. However, while acknowledging pedagogy was important, 
they brought up issues about the general role of teachers and education to point to challenges of 
a more nuanced level. The following passages will present such challenging dilemmas, the ones 
that individual teachers in this study faced to varying extent but might not always been realized 
or articulated by the teachers themselves. 
2. Conceptual difficulties: Teacher ambivalence and ideological dilemmas 
When we talked about socialist citizenship and the ideal type of citizen, several teachers 
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(7) were explicitly puzzled, unsure and perplexing about socialist citizenship as the educational 
aim of the country. Some other teachers (4) who at times sounded clear or firm about their own 
values also came across difficulties that were seemingly unresolvable.  In this section, I group 
the dilemmas under three categories although there is a certain amount of overlap among them. 
The dilemmas in focus are: (a) ideological and textbook limit dilemmas, (b) realism dilemmas, 
and (b) authoritarian teachers’ dilemmas. 
(a) Ideological and textbook limit dilemmas 
A small number of teacher participants (5) spoke about an internal dilemma which they 
did not easily articulate and share in their roles as state teachers at public schools. 
Some felt that they were asked to teach something that they themselves doubted or no 
longer believed. As one teacher put, “socialist citizenship is the model for citizenship-as-a-
means of the party-state” (con người công cụ). Talking about citizenship-as-a-means, this 
teacher pointed to the top-down agenda that the party-state had been promoting, including the 
socialist citizenship project, which aimed to make a citizenry imagine, think and act according to 
the state’s commands. Stating a similar view, Duong believed that this kind of citizenship was 
the product of an authoritarian system which sought to mold people into governable, obedient 
subjects rather than citizens with free minds. From  these teachers’ perspectives, socialist 
education, despite buzzwords in education policy such as “well-rounded person” or 
“comprehensive development of citizens,” was used as a propaganda tool by party-state to 
maintain the elite’s power and current social order. 
As noted earlier, some of the teachers holding such a cynical view toward the official 
ideology already retired or left the teaching profession. Some chose to work in private schools 
where they might find a level of flexibility and autonomy in teaching. Those who stayed in the 
profession took pains to discourage their students from endorsing aspects of citizenship that 
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they did not feel comfortable “preaching.” The following excerpt illustrates this point: 
Values change over time. I don’t want my students to be attached to revolutionary 
morality. It is so obsolete because we’re no longer in the war time [...]. The leadership 
wants us to follow socialism which is claimed to lead to communism. Then why do they 
send their own children to study in the countries that they classify as “capitalist”? I find 
it paradoxical talking about this phenomenon with my students while we’re supposed to 
stress what is often said, you know, that ‘socialism or communism is the most superior 
model’…[In addition,] I feel awkward to talk again and again about the past, the 
national struggles against foreign invaders to promote the so-called ‘national pride.’ I 
don’t say that I am opposed to teaching history. But you see, our current society is in a 
mess, it is problematic as teaching history is only to focus on teaching nationalism and 
national pride. (Van, History) 
In this teacher’s view, revolutionary ideals and nationalism were not relevant in a modern time 
context, particularly as the country was catching up with the world which was globalizing in 
every aspect of life. There was an important point in his idea that I followed up in our 
interviews. He emphasized that what many people and textbooks talked about “patriotism” was 
actually “nationalism” which in his words, was “something extreme, narrow” and was 
“misperceived as one of the goals of learning history.” His opinion about “nationalism” in the 
curriculum was somehow similar to the idea made by Duong, a retired citizenship teacher. 
Duong thought that he used to promoted patriotism in his teaching, but later “I saw it 
[advancing patriotism] like what schools are now doing only makes the students love the 
country blindly.” Meanwhile, Van added that although current textbooks include mentions of 
integration and globalization, he thought much information remained dated and irrelevant. For 
those reasons, teachers like Van said that he sometimes attempted to “go beyond textbooks.”  
In practice, however, it was by no means easy for even the boldest teachers in Vietnam to 
teach outside the curriculum’s objectives and state-sanctioned textbooks. It can’t be denied that 
given the relatively tight control of information in Vietnam, Vietnamese teachers tended to 
follow the curriculum closely. Like several other teachers, Van noted that most school teachers 
themselves treat textbook as an ‘ordinance’ (pháp lệnh). Seeing textbooks as providing official 
information, teachers in general feel obliged to precisely draw on what was presented in the 
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textbooks. Nevertheless, given the expansion of social media and information technology, 
teachers are likely to be challenged by students who are increasingly exposed to varied sources 
of information, seeking extra knowledge for their own interests. In this sense, the ideological 
dilemma is associated with what I call “textbook limit dilemma.” Although many teacher 
participants felt that they struggled to balance between what they taught and what their students 
would aspire to know, not many of the teachers mentioned explicitly the limit of textbooks. This 
dilemma is reflected in a teacher’s concern as follows: 
[Students] nowadays are smart and technology savvy. They learn much information from 
other sources, particularly online newspapers and social media. Many times, I am unable 
to provide satisfactory answers to their questions. I wonder if they really need a teacher 
in the future (laugh). There are cases they pointed out mistakes or illogical things in 
textbooks. It is tricky, you know. It’s easy to say that ‘you guys should not read “unofficial 
sources.”’ But in this technology and information era, you can’t say that only you who 
have official information. [Students] can get even better evidence from outside 
textbooks. (Lien, Literature) 
As a result, teachers like Lien, who found themselves unable to teach students knowledge 
and values of citizenship beyond state rhetoric, would feel stressed and disappointed about the 
impasse; or they might try to break away from it in some ways. Teachers’ feelings of 
disappointment and inability were more clearly expressed in their “realism dilemma,” which is 
the focus of the next section. 
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(b) Realism dilemma 
Most teacher participants (10) felt that they struggled to balance with varying degrees 
between what they taught and what actually happened in reality. On the one hand, teachers were 
supposed to teach about good things of the socialist society with the goals of an egalitarian, 
classless and equal society for everyone. They also taught about good qualities, civic rights, and 
moral values that students needed to follow and actually practice. One the other hand, the 
reality might show to students a different picture that entangled and bewildered their own 
teachers.  
In this context, some teachers found themselves struggling to justify apparent 
contradictions emerged as a result of the abolition or reduction of socialist elements such as free 
schooling and other services used to be claimed as free public goods under socialism. In my 
interviews, most teachers tended to use state policy’s language to explain the origin of doi moi or 
economic reforms in Vietnam which adopt “market principles with the socialist orientation.” For 
instance, a number of teachers supportive of the CPV rationalized such a reduction as “a creative 
way” that the leadership came up with in order to lessen the burden of the under-resourced state 
(Phuc, Thu). However, other teachers were frustrated and confused about the combination 
between aspects of socialism and capitalism which gave rise to the social tensions and paradoxes 
in Vietnam’s contemporary society. Duong, for example, fiercely critiqued the emerging 
neoliberal trend in education that he viewed as disguised by the “socialization policy”: 
Education in Vietnam is now in crisis. In the name of socialization to mobilize finance 
from the people, education is practically getting commercialized. [Public] schools collect 
all kinds of sundry fees from families. My grandchildren attend public schools, we see 
that it is even more costly than going to private ones. Why do we call it public? Anyway, 
privatization of the public education sector is acceptable, if managed properly. But 
commercializing education and health services is unacceptable. (Duong, CE) 
Similarly, Hy, a high school History teacher, was also challenged by students’ questions 
concerning such inequalities: 
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Several times, my students asked me questions like these: ‘Teacher, is it said that 
education is free for children in our country, why have our parents had to pay so much 
money for school?”, “Why are we a socialist country but still poor for so long? My brother 
lives in Slovakia and said that they abandoned socialism for years and now they are 
much more developed?” or “Why the ones with more money going to hospital get better 
treatments?”  Couple years ago, when asked by some smart students who perhaps 
wanted to disrupt my class, I felt puzzled and said nothing. Later, I just said “our country 
continues to change, and we are trying our best to come closer to an equal and modern 
society.” (Hy, History) 
Although Hy said that she ended up having an answer for the students, she still found it 
challenging to explain and teach about socialist citizenship in such a paradoxical context. 
On another level, teachers became caught up in a situation where the gap between what 
was taught in the citizenship class and what was happening in reality was too large. Indeed, 
students in primary school might already know about rampant cheating in exams or how they 
were made to go to unofficial extra classes. Older students would learn about their parents 
giving money to teachers in exchange for good grades, teachers’ ‘illegal moonlighting,’ other 
adults around them bribing in hospitals, police stations, and state offices to get things done 
quickly, or Party members enjoying privileges that other non-Party people could not (Chuyen, 
Nga, Lien). More frequently, students themselves might have experienced cases in which 
“people discriminated against others because someone was a girl [or a female], someone was 
from a poor family or of a different ethnicity” (Hy).  
In this sense, many teachers expressed negative or cynical views toward the wider society 
that is transforming dramatically yet producing too much of uncertainties, chaos, and distrust. 
Lien’s bitter thoughts somehow represent the view of these teachers:  
Few people get rich with their own talents. Most do but because they are children or 
relatives of high-ranking officials and exploit the system for money. They have big 
houses, fancy cars, travel or study abroad…Many of them, you know, are not qualified 
but work in the state organizations or bureaus. Other people who are not officials’ 
children or Party members struggle finding a job. Even with a master’s degree, they may 
be still jobless. They may work for private or foreign companies but never dream to work 
in a public office. Unless you pay a great sum of money under-the-counter, you can to 
buy a spot there. (Lien, Literature) 
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In a sad tone, Lien continued to talk about her dilemma and raised a question that seemed 
having nagged her for long:  
Theory is always good, but reality is starkly different. Our country is lagging so far 
behind. Many people still hold dated ideas. Many others take advantages of the messy 
circumstance. Seeing the contradictions in our real life, teachers are no longer confident 
to teach. Then, if we do not have faith in ourselves, how can we ask the students to make 
changes and be hopeful for a better future? (sighed) (Lien, Literature) 
After a long pause, she reflected on her own teaching efforts, thinking that individual teachers 
had to resist the harsh reality anyway, in order to open new horizons for the students: 
For me, I have tried to analyze the realities for my students to see all aspects of life. I 
show them that the only way to become better and wealthier is through education. If they 
ask about bad people like Nam Cam, “why are these people with no education so rich?” I 
have to flip back the question like this: so do you see how many bad people with no 
education become super rich like him? He is among a few exceptions, right? Do you want 
to become like that and end up living in jail? (Lien, Literature) 
Nga also sounded pessimistic talking about a society which she referred to as the one in 
which “leaders are not doing right things, populace is in disorder” (thượng bất chính, hạ tắc 
loạn). She was deeply saddened by the fact that Vietnam was not a society based on rule of law, 
evidenced in many malpractices caused by both top authorities and the masses. While 
acknowledging good deeds of good people around her, she made the following point: 
One person doing a good thing is only among ten other people who do bad things. It is 
really disappointing, isn’t it? And the reality is that those people with dignity tend to be 
isolated by the majority who take wrong-doings for granted. They are seen as ‘odd-one-
outs.’ So how can we educate students for good citizenship? (Nga, Literature) 
This teacher, like some other concerned teacher participants, thought that to be good citizens in 
the contemporary society was difficult. In the context where paradoxes were prevalent and 
teachers felt bewildered and downhearted about changing values, it would be extremely 
challenging to live according to one’s values, to teach students good citizenship, and to stay 
positive about life. The concern regarding the teaching and practicing good citizenship in the 
current context caused Hy, a young History teacher participant, to think more broadly about the 
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future of Vietnam. Recalling the question in teacher Lam’s poem (see Section 6.1.3) “where the 
country is going?”, Hy told me that she herself did not know the answer let alone giving a proper 
answer to students.  “If I was asked,” Hy admitted half jokingly, “I would send the question ‘to 
the sky, to those in the past and those in the future,’ just like what teacher Lam said in her 
poem!” In fact, such a reaction, concern, confusion, and dilemmas shared by Hy, teacher Lam, 
and other interviewed teachers that I presented in this section would be all legitimately 
associated with the state’s ambivalence and uncertainty partly analyzed in the previous chapter. 
I will discuss in more depth this connection in Chapter 7. 
Teachers’ realism dilemma is also evidenced in another aspect of their profession: while 
they talked about active citizenship and civic rights, some found themselves almost unable to 
exercise these basic rights. In teachers’ narratives, I found that teachers, regardless of political 
orientation, tended to show extra caution when dealing with politically sensitive or controversial 
issues. Thu, a self-identified Marxist, told a story about her colleague who got a severe 
consequence of not “handling properly” human rights issues in class: 
A colleague of mine who taught Geography was asked by her students about human 
rights issues, about the US intervention, etc. She did not know much about politics, so 
she provided an erroneous answer. She said that if Vietnam actually had no human 
rights problem, it had not been reported as such in the international media. You know, 
many of our students are children of state elites and officials. Thus, the students spoke 
back to their parents. That teacher then got fired. (Thu, Literature) 
Thu continued that talking about politics was almost a taboo, not only for her, but for all other 
teachers that she knew. Interestingly, she viewed politics as being independent from education 
and from her “already heavy teaching load.” In addition, considering her political stance to be 
“clear and firm,” she tried to direct her student toward such political consciousness by “never 
speaking ill about the state and the CPV.” In this regard, she hinted that the state should be “our 
parents” to whom we should show respect. In fact, her view of ‘government-as-parent’ reflects a 
quite popular attitude held by Vietnamese people, which is worth discussing later (see Section  
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7.2.1). 
Other teachers expressed concern about the fact that they were unable to report 
wrongdoings that they knew about or observed. Several teacher participants confided in me 
about cases of malpractice that happened in their schools or inequalities that they encountered 
in society. Yet they could not dare report these cases in school’s official meetings or raise voice 
on social media, let alone discuss these inequalities openly with students. Apparently, raising 
voice was a risky enterprise for them. It would cost them a career, reputation, or even a life in 
serious cases. In these teachers’ narratives, speaking up or not speaking up emerged as a 
difficult dilemma as they felt deeply torn between what they taught, what they could actually 
practice in real life, and how to teach students to handle speaking up about injustice. The 
following excerpt from Thuc in part demonstrates this dilemma: 
I think, as a good citizen, you need to raise a sincere and constructive voice to help 
improve the society. But in our [Vietnamese] context, you have to consider so carefully 
whether to speak up. Even when you’re bold enough to raise voice, you have to think over 
how to speak out with least ramifications or adverse impacts on other people. This is 
tricky in teaching our students the way to speak up. They are smart and have good ideas. 
But since they’re young, they are often straightforward and do not anticipate the 
consequences of their words. (Thuc, Literature) 
This dilemma is especially evident in the accounts of teachers who had thorough understanding 
about civic rights and human rights issues. While trying to teach about rights to freedom of 
speech, they found themselves avoiding exercising it and publicly advocate for it. Tran Thi Lam’s 
case (see Section  6.1.3) can also be a vivid example of teachers’ dilemma in this regard.  
(c) Authoritarian teachers’ dilemma 
Several teacher participants (5) believed that influence from Confucian teaching style on 
Vietnamese teachers remained strong. Other teachers (6) simply thought that many Vietnamese 
teachers liked to adopt what was known as the authoritarian style in their teaching. In either 
case, teachers are seen as the main authority figure whose role is to pass on knowledge and 
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information to their students. In attempting to maintain order in their classes, teachers of this 
teaching style believe that they would be in a better position to set a moral example for their 
students. They also try to make high demands on students rather than encouraging participation 
and interaction. This idea is best reflected in Van’s comments about Vietnamese teachers: 
Many teachers I know tend to exert this influential power over students. They want to 
hold a higher status over students and have an entire control and judgment regarding 
students’ grades and character building. With the influence of Confucian ideology which 
highly respects teachers, students call them “Teacher,” students’ parents also call them 
“Teacher.” Teacher authority remains dominant and even uncompromisable. (Van, 
History)  
However, the absolute power of Confucian-style teachers tends to be challenged by active 
learning approaches that are predominantly preferred by students in the modern time. As a 
result, these teachers may feel conflicted between their traditional teaching style and students’ 
assertiveness and activeness. Nevertheless, one of the interviewed teachers considering her own 
teaching style “authoritarian” argued that she was still able to give her students much freedom 
in thinking. She said: 
I am a very strict teacher. I would refuse to teach if I come to class finding it is not as 
clean as I expect or markers running out of ink. Students said I am disciplined and not 
easy-going. But it is discipline in terms of class rule or class management. In terms of 
thinking in study, I encourage students to discuss and interact with each other. I feel that 
they are relaxed, may be because they mainly discuss with their peers, not with me 
(laugh). So in general, they are comfortable in my class. (Mua, Literature) 
At the same time, she realized that her rigid discipline and hierarchical pedagogy might exert an 
obstacle to students’ active thinking. She said: 
On the one hand, I like a disciplined class where disobedient learners get punished. One 
the other hand, I try to nudge them to think critically and creatively. But may be [my 
approach] does not match with promoting students to think critically (smile). (Mua, 
Literature) 
Mua’s conflict demonstrates a dilemma that other teachers also faced. In these teachers’ 
views, good citizenship meant rule-obedience and tight discipline, and teaching citizenship 
requires an exemplar model from the teacher. The authoritarian teaching style seems to fit with 
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this perception of good citizenship and a citizenship class in which hierarchical morals and 
traditional values are appreciated (Nguyen Q.V., 2017). At the same time, teachers are 
increasingly aware of the need to promote critical thinking, creativity and self-expression in 
students. This awareness may drive teachers to seek more appropriate teaching methods as 
presented earlier. Yet, many of them remained unsure of how to best balance their teaching 
style, teaching philosophy, what they were required to teach, and what their students’ learning 
preferences were. 
6.3. Education for Citizenship: Changing Practices for Future Citizens 
Despite a myriad of challenges that limited teachers from educating students for 
citizenship, some teachers were able to find ways to try out their innovative ideas to help 
develop the kind of citizenship they wanted their students to acquire. After all, class time is an 
opportunity in which teachers could exercise most autonomy with their students (except for the 
time class is visited by external inspectors, of course). Class is in effect teachers’ own private 
space with students, or their own “territory” where new ideas can be incubated, shaped, tried 
out, and where good skills and dispositions be practiced, nurtured, and developed. In my 
interviews, many teachers (9) readily shared or recommended initiatives that they had boldly 
applied (or planned to use) despite a great many practical limitations. The findings about such 
practices are presented below, through the specific images of the citizen that teachers envisioned 
and cultivated in their students. 
In this light, the four categories of good citizenship presented below were synthesized 
from teachers’ answers to these questions: What type of citizen or good citizenship that 
teachers want to develop in their students? What teaching practices have they actually applied 
to educate students for citizenship?  
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It is important to note that except for the second portrait (the democratic citizen,33 see 
section 6.3.2 below) that I purposefully sought in-depth clarification with other teachers after a 
teacher participant first mentioned this concept in our interview, all other remaining portraits — 
self-reliant and independent citizens, altruistic and honest citizens, and global citizen citizens — 
were initiated by the teachers and emerged entirely from their own explanations and accounts. 
6.3.1. Toward self-reliant, independent citizens 
“Self-reliant” or “independent, active students” were the most frequently mentioned 
terms by teachers (12) describing citizenship competencies they expected in their students. Thu, 
for example, said that she considered herself a guide who assisted students with initiating and 
implementing their own ideas in the History class. She took one example from a class on the 
theme “Resistant Wars against Foreign Invaders”: 
I provided the overall knowledge and asked the students to study the materials. Then I 
divided them into groups, each of which examined one dynasty and studied how 
Vietnamese people under a particular dynasty fought the invaders. For example, Le 
dynasty’s war against Tong, Tran dynasty against Nguyen… If the students liked a 
particular historical figure in that time, they could pick him or her and make a play or 
drama. (Thu, History) 
Just like Hy, who was mentioned in the previous section and applied a play-acting 
technique, Thu found this technique effective because her students “enjoyed the class, 
understood the content quickly, and practiced good skills as independent learners.” Particularly, 
as the students prepared the play, they needed to study the historical event and characters 
carefully and learned to be creative and collaborative with their classmates to act the scenes out. 
This kind of activity, according to Thu, was a great opportunity for her students to learn about 
moral dilemmas, for example, between love as one’s personal interest versus civic obligation to 
                                                 
33 In my interviews, I was cautious in initiating such terms as “democracy” or “democratic 
citizen” in the context of Vietnam where they can have different interpretations. Therefore, once 
an interviewed teacher mentioned it, I continued to use it in other interviews by prompting a 
question such as “Another teacher said that …., what do you think?” 
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die to protect one’s country. Through acting things out, students could deeply comprehend and 
show difficult decisions that a historical figure experienced and felt torn. Though very much 
appreciated this teaching technique, both Hy and Thu noted that it was very time consuming. 
Talking about “autonomous learners,” Chuyen shared many of her stories in her teaching 
life concerning students’ independence in thinking and practice that she helped grow. Central to 
these stories was the message that students should always be encouraged to experiment without 
fears of making mistakes or being heavily punished for wrong-doings. Looking back to the time 
she taught at another school, she recalled: 
I learned about this a long time ago but not until I moved to school A in 2004 where 
students were very smart and dynamic, did I realize that everything must start from 
students’ needs… In a modern term, they call it “learner-centered” learning, don’t they? 
It was the students who taught me many things, whom I learned how to ‘do education’ 
properly from. They initiated so many good ideas for us to do. With our support, they 
organized the school’s Movie Nights, Book Drive, Recycle Maniac, etc., all by themselves. 
(Chuyen, Literature) 
Of course, Chuyen admitted that not all projects or extra activities organized by the students 
were a success. As well, not all parents understood the purposes of the activities their children 
did at school given the pressure of entrance exam preparation. But together with the students’ 
determination, she patiently convinced the whole school and their parents to support their ideas 
and projects. She emphasized that it was the purpose of education that let learners learn from 
experiments, from practice as well as from failures. Otherwise, she continued,  
if their parents do some things for them, their teachers show them to do other things, 
schools then are places for indoctrinating. Learners don’t have opportunities to 
experiment, they can’t grow up, they can’t become independent people, and [as a result] 
can’t cope with realities. (Chuyen, Listerature)  
 
6.3.2. Toward democratic citizens 
Some teachers (7) made a point that self-reliance was actually an important attribute of a 
democratic citizen. This point provides evidence demonstrating how teachers’ views depart state 
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vision of ‘self-reliance’ as a quality expected in the youth. According to Van, democratic 
citizenship should be cultured not only in learners but also in teachers and through appropriate 
school practices. “How could students become democratic learners if their teachers are not self-
reliant and do not have a democratic mechanism to enable such a tendency at school?” he asked. 
For Van, he attempted to be autonomous in his teaching by designing the syllabus and teaching 
methods depending on the intended outcomes rather than relying entirely on the textbook. His 
syllabus was also not constrained to the stated objectives since he wanted to respect his students 
in their “process of searching for truth,” which required values of democratic citizenship. He 
reported that: 
[i]nstead of forcing any values on them, I let them discover and come to conclusions by 
themselves. In my class [History], I don’t teach them nationalism or national pride. 
These things may come to them naturally, but my role is to equip them with “scientific 
thinking skills” in interpreting historical artifacts[...]. Such thinking skills also include an 
appreciation of differences. Once students learn to come to the conclusion based on open 
discussion, communication, mutual agreement and respect [for different ideas], they are 
approaching democratic citizenship. (Van, History) 
In addition, Van strongly suggested having student councils and school clubs. Believing that 
student-led organizations created spaces for a democratic learning environment, he designed 
activities for his students to take charge of some of the class tasks. He also encouraged them to 
establish clubs where they could practice and develop civic competences such as critical 
thinking, self-reliance, responsibility and civic participation. He indicated that these civic 
qualities were fundamental to the aim of education for democratic citizens.  
Clarifying with other teacher participants, I learned that most of them valued democratic 
education in a way that students were encouraged to actively participate in all learning and 
extra-curricular activities. For example, Nhi said: 
In my [Civic Education] class, I greatly facilitate students’ discussions in which they 
presented with diverse ideas. I don't force them to follow my opinions; if they have 
opposite viewpoints, I said “I like it!”. In a class on sex education for example, students 
tend to be divided and propose many different ideas. I accept all these ideas, letting the 
whole class discuss the advantages and disadvantages of each solution. My role after 
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each class is to recap the main points together with students’ ideas about these good and 
bad sides of the solutions. (Nhi, Civic Education) 
From these points, Nhi came up with a generalization of a democratic citizen that she expected. 
This type of citizen “should be independent, self-reliant and creative. They should not just obey 
parents’ and teachers’ arrangements but need to think for themselves.” 
Mua shared similar ideas when talking about a current tendency in teaching Literature. 
In her own class, she had students freely present their personal viewpoints, exploring an issue 
from multiple perspectives and in various (imaginary) contexts. The teacher asked questions to 
elicit insights, to ignite discussions, and to trigger new perspectives. Toward the aim of 
developing self-reliant and active learners which meant “democratic citizens” in Mua’s view, she 
recommended what she often did in her class as follows: 
Having students to study the materials about the issue in advance 
Having them to generate discussion questions 
Splitting the class into two or more groups 
Getting the students to communicate and discuss the issue 
Teacher chimes in when necessary or if there is any highly controversial points among 
the students 
If the issue remains unresolved, teacher gives students more time at home to think over 
and get extra supporting evidence. 
She reported that her students enjoyed and benefited a great deal from such interactive classes. 
Although the students reflected that they tended to keep thinking about the issue as more 
questions coming up after spending time studying and discussing it, she believed that getting 
them engaged, reflecting or thinking deeply about real life issues around them was a good way to 
develop democratic citizenship. 
In their talks about education for democratic citizenship, only Van and Thuc looked 
more broadly at school structure/culture and the whole education system which, according to 
them, would provide sustainable conditions for democratic education practices. Given that 
education reforms over the past years have revealed many limitations of the system, Van placed 
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more hope on bottom-up changes from individual schools and teachers. In fact, as Thuc said, 
some schools have been adopting a model of “child-friendly schools34” in which one of its key 
concepts was a democratic education environment. This environment requires school-family-
community collaboration to provide an equitable, inclusive and supportive education for 
children. However, she maintained that it was teachers who needed to initiate alternative 
teaching practices and be first and foremost agents of change.  
Interestingly, several teachers (4) qualified their statement about the democratic 
attribute by stressing the need to “control democracy” in students (Mua, Thuc, Vinh, Hoi). In 
teachers’ narratives, their efforts of promoting self-reliance and active participation of students 
were accompanied with a clear consciousness to “orient and to get students on the right track” 
(Mua) and to control against students’ “excessive equality or freedom” (Vinh). Their ideas were 
reflective of the state’s concern regarding the “over-democratic” tendency among young people 
in the globalization time. Given the notions of democratic citizenship and democracy might have 
interpretations that are different from what we know in other contexts, further research should 
be undertaken to understand more in-depth this important issue.  
6.3.3. Toward altruistic and honest citizens 
Two Literature teachers in my interviews, Lien and Nga, shared that an ultimate goal in 
their teaching was to produce altruistic, compassionate and honest citizens. For Lien, good 
citizenship meant loving and helping others because unselfishly doing good things for other 
people was, in her own words, a “civic obligation.”  She maintained that “knowledge in class 
[without practice] is only empty words or clichés;” thus, she asked her secondary schoolers to 
act truthfully and assist underprivileged people and anyone in need in their communities. She 
                                                 
34 Child-Friendly Schools (CFS), a model of school initiated by the UNICEF, has been applied in 
many developing countries including Vietnam. 
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encouraged the students to do manual work such as cleaning (class and school) so that they 
could value hard work and never look down manual workers. In addition, she had conducted 
successful volunteer and charity work as extra-curricular activities for her students. 
In a different way, Nga’s teaching project focused on assignments that made use of 
technology to help students realize the true meaning of life. She said: 
I had been always dreaming of implementing such a project when I was teaching at a 
public school in [my home city]. Unfortunately, project proposal did not receive support 
from the school’s management. It took me over ten years to sit on it without 
implementing it officially. Now my dream come true. I was happy to work in a new 
[private] high school. They welcome my project, students love my ideas and collaborate 
with me well. (Nga, Literature) 
Her project asked the students to work in teams of three and conduct mini projects to help 
specific people or do simple things in their communities. They made posters, wrote poems, 
essays, or two-minute documentaries to understand the plights and lives of the people they 
helped and implications of their projects in relation to the values they learned in class. Aiming to 
create altruistic and responsible citizens, the project went beyond usual Literature classes by 
engaging students in various types of community-based assignments that help develop civic 
orientation, skills, values, and above all, an appreciation of a humane life.  
6.3.4. Toward global citizens  
While most teachers touched upon the “integration” side of citizenship - new elements of 
Vietnamese citizenship as the country integrates into the global economy, only two teachers 
articulately spoke about “global citizenship.” As presented in previous section on teachers’ 
conceptions of good citizenship (see Section  6.1.1), some teachers viewed “community” as a 
global community. Accordingly, these teachers attempted to incorporate in the formal 
curriculum the learning of global issues and campaigns such as environment protection, peace-
making or fighting against poverty and illiteracy. In addition, a Literature teacher expressed the 
need to emphasize how common virtues characterized all humans’ communities through the 
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examination of diverse cases of other people in the world. The following excerpt further explains 
her idea: 
People can be different in (skin color)/race, language, nationality, etc. But the 
commonality is “human,” which is reflected in good virtues that are shared among all 
humans or peoples across the world. Thus, human beings have being aimed at perfecting 
shared qualities such as living in harmony with nature, being responsible with family, 
being kind and compassionate. Only when you realize and acquire these virtues, you may 
be seen as a global citizen. (Chuyen, Literature)  
 
In practice, the very concept of “global citizenship” has only emerged in Vietnam 
recently. Although its associated nascent teaching practice may already be present in a number 
of Vietnamese (private) schools, we do need other studies to understand in-depth teachers’ and 
students’ perceptions of global citizenship and their practices to promote this type of citizenship 
in the context of Vietnam. 
6.4. Chapter Summary 
This chapter focuses on exploring teachers’ perspectives concerning (a) conceptions of 
good citizenship, (b) citizenship education goals and challenges associated with implementing 
these goals in teaching practice, and (c) their visions and practices of citizenship to be developed 
in students. 
Findings have shown that teachers conceptualized ‘good citizenship’ as obeying the law, 
having morality and responsibility, and embracing patriotism and national identity. Yet most of 
them agreed that conceptions of citizenship were not static, reflecting the changing nature of 
what good citizenship means in different times. According to many interviewed teachers, the 
current meanings of good citizenship no longer entail a strong sense of dedication to the 
common causes and revolutionary ideals advanced by the state; there remains a sense of moral 
obligation to contribute to the common good but mainly through personal success and with a 
higher level of civic consciousness (sense of rights). While consistent with state rhetoric, 
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teachers’ understanding of good citizenship were generally broader than the official 
conceptualizations.  
In addition, teachers’ views on citizenship education goals and challenges facing them 
also reflect their diverse teaching values and political orientations. Like their conceptualizations 
of good citizenship, teachers’ understandings of citizenship education goals were broadly in 
parallel with official discourses. Yet a detailed analysis unfolded more complicated views held by 
teachers. In addition to challenges stemming from students, parents, society, and the ones 
related to school curriculum and structure, some teachers’ narratives illustrated how they 
struggled with their own dilemmas in their efforts to educate for citizenship. As such, findings 
presented thus far suggest disparities and tensions in the conceptions of good citizenship at 
three levels: between teachers and the state, among the interviewed teachers, and within 
individual teachers.  
Finally, teachers’ ideals of good citizenship embedded in their teaching practices include 
visions of self-reliant, independent citizens, democratic citizens, altruistic and honest citizens, 
and global citizens. Findings about teachers’ perspectives in this respect partly shed light on the 
type of citizenship that teachers wanted to instill in students. Below is a summary of the findings 
that have been presented in the current chapter. 
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Table 10. Summary of the findings about teachers’ perspectives 
Teachers’ perspectives 
Topics Focus Themes Key findings/implications 
 
 
Understandings of 
citizenship 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Good 
citizenship 
 
Good person vs. good 
citizenship 
Different based on: sphere of life, 
stability level, judgment standpoint, 
and value system. 
 
Good citizenship 
Main markers: obeying the law, 
having morality and responsibility, 
embracing patriotism and national 
identity, having knowledge of the 
world. 
 
Citizenship 
Changes 
 
Change over time: from 
the pre-doi moi, doi moi, 
to post-doi moi periods 
Current socialist citizenship: less 
attachment to revolutionary ideals, 
a weaker sense of dedication to the 
common causes, a sense of moral 
obligation to contribute to the 
common good yet mainly through 
personal success and a higher sense 
of civic rights. 
Citizenship as 
rights: a 
vignette of 
teacher Lam 
The practice of good 
citizenship 
Disparities and tensions in the 
conceptions of good citizenship at 
three levels: between teachers and 
the state, among the interviewed 
teachers, and within individual 
teachers. 
 
Teaching citizenship 
education 
 
Citizenship 
education goals 
 
General educational goal 
regarding citizenship 
development 
Well-rounded citizens: unclear 
articulation 
 
Socialist citizenship: not popularly 
used in the current time. 
 
School subjects’ 
objectives 
Generally in parallel with state 
policy, except the inclusion of 
critical thinking which was almost 
absent from official discourses. 
 
Challenges in 
teaching CE 
 
Students- and parents-
related challenges 
Little attention paid to CE. 
Students’ personalities and family 
education as hindering factors 
 
Curricular and school-
related challenges 
CE as a ‘marginalized’ yet 
overloaded subject. 
School culture including school 
activities and structure as a 
hindering factor. 
 
Society-related challenges 
The changing family structure, the 
diminishing role of youth mass 
organizations, and the failing 
(education) system. 
 
Teachers’ own challenges 
Difficulties regarding teaching 
methods/pedagogies 
Dilemmas: ideological/textbook 
limit, realism, and the authoritarian 
teachers’ dilemmas. 
 
Education for 
citizenship  
Visions of good 
citizenship in 
action 
Self-reliant and independent citizens 
Democratic citizens 
Altruistic and honest citizens 
Global citizens 
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CHAPTER 7. DISCUSSION AND RECOMMENDATIONS 
 
The previous chapters present the findings that aim to provide answers to the research 
question of this study: How has discourse on citizenship and citizenship education evolved in 
Vietnam since the adoption of economic reforms in 1986? In particular, Chapter Five described 
the ways in which official discourses on citizenship changed through the analysis of the 
representations of the ideal citizen and of approaches to citizenship education. Chapter Six 
explored the views of the Vietnamese teachers regarding citizenship, citizenship education, and 
challenges they faced in teaching citizenship. 
Bringing together the key findings, this chapter continues to explicate and discuss 
changes in and implications for Vietnam’s discourse on citizenship and citizenship education. 
The first section summarizes key findings of this study. Given the complexities and breadth of 
the issues under study, I focus on major findings, make inferences as to what dimensions of 
good citizenship have become salient or silent in different discourses over time, and how they 
have been translated into citizenship education curricula and teachers’ perceptions and 
practices. I also discuss findings in the context of international literature, and where relevant, 
make reference to other national contexts. Finally, I discuss implications of this research for 
policy and practice of citizenship education in Vietnam’s schools. Recommendations for future 
research will be presented in the following chapter. 
7.1. Summary of Key Research Findings 
Since the inception of doi moi in 1986 and the collapse of international state socialism in 
the early 1990s, Vietnam has been undergoing massive transformations in many areas. This 
study found that there have been important changes among continuities in the mainstream 
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citizenship education discourse when comparing the periods of post-doi moi (2002-2016) with 
doi moi (1986-2001) and even pre-doi moi (prior to 1986). Discursive changes and continuities 
were identified in (a) the visions of citizen, (b) the conceptions of citizenship and (c) the 
resulting emphases in citizenship education which took place in sophisticated and complicated 
manners. While some shifts were evident, others were minor, obscure, latent, and sometimes 
merely a reversal of an old-time idea. In this sense, latent changes such as the re-use of the well-
rounded citizen concept were comparatively considered to be continuities. Generally, this 
dissertation is only one way of reading changes and continuities through the lenses of 
peoplehood stories. The summary of findings below is presented according to the research 
questions which guided this study (also see again Table 7 and Table 10).  
Research question 1: How have the state’s visions of a citizen and citizenship 
changed since doi moi? How has the change been reflected in educational policy and 
curriculum? 
 Viewed from the perspective of economic peoplehood accounts, the image of the hard-
working socialist laborer, which typically represented the working class in the doi moi period, 
was gradually replaced by the active and creative entrepreneurial citizen in the post-doi moi 
time. This change was the result of a shifting conceptualization of citizenship in economic terms. 
Although pursuits for materialistic benefits and individualism were still heavily stereotyped 
during the early years of doi moi, citizens were allowed to participate in all forms of economic 
sectors, and up to 2006, Party members were officially approved to engage in the private sector. 
New conceptualizations of citizenship aligned with the market-oriented reforms that Vietnam 
has committed to, leading to new corresponding requirements for citizenship education. 
Compared to the doi moi era, citizenship education discourse of post-doi moi explicitly 
encourages youth’s efforts to ‘get rich’ through self-employment and enterprise. In this sense, 
good citizenship takes on the desired spirit of entrepreneurship and traits of high-quality human 
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resources that include self-reliance, activeness, and creativity.  
Second, the lens of political peoplehood stories reveals that despite various attempts to 
reform the education system, including decentralizing certain educational practices, the 
overarching aim of Vietnamese education continues to be focused on producing a citizenry 
steadfast to socialist ideals. The normative virtues of good citizenship can be succinctly 
summarized in two requirements: ‘red mind and expertise.’ Discursively, the post-doi moi 
period saw the return of the notion of the well-rounded person from the early education 
discourse of the high socialism era, but now using the term ‘new (socialist) person.’ This ideal 
citizen portrayed in the current political peoplehood stories displays not only qualities of a 
socialist citizen but also a heightened sense of Vietnamese national identity. As a result, 
citizenship curriculum continues to place a strong emphasis on political-ideological education. 
Nevertheless, while socialist citizenship is presented in a seemingly less politicized language, the 
post-doi moi citizenship discourse contains remnants of high socialist/wartime lexicon. This 
suggests that Vietnamese political leaders somehow still regard education as a ‘battle front,’ 
serving a broader political agenda that is not necessarily to protect socialist ideals but to 
‘combat’ perceived threats to the communist regime. 
Finally, the analysis illustrates that national identity and moral obligations have been 
dominating the ethically constitutive accounts in both doi moi and post-doi moi periods. The 
image of a citizen depicted in these stories since doi moi has been of a person who shares the 
origin, heritage, beliefs, and many good traditions with their compatriots of the pre-doi moi 
period. Citizenship conceptualized in official discourses continues to include the duties owed 
toward fellow members with a shared destiny in a political community. Therefore, a good 
Vietnamese citizen is expected to make efforts to fulfill his or her moral obligations and sustain 
a sense of belonging to a single political community, in this case the socialist Vietnam. As a 
result, despite the increased inclusion of legal, civic, and global dimensions, ethno-cultural 
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nationalism continues to be strongly endorsed as one of the most important moral obligations in 
the citizenship curriculum.  
Research question 2: How do teachers understand good citizenship and interpret the 
official vision of a citizen? How do they view citizenship as changing over time? What 
challenges do they face in teaching citizenship? What type of citizen or good citizenship do they 
want to develop in their students and in what ways? 
Drawing on teachers’ perspectives pertaining to citizenship and citizenship education, 
the current study focused on the analysis of three issues, including: (a) teachers’ conceptions of 
good citizenship, (b) teachers’ understanding of goals and challenges of citizenship education, 
and (c) teachers’ own visions and practices of citizenship to be instilled in students. Regarding 
the first issue, findings showed that most teachers perceived good citizenship as obeying the law, 
as having morality and responsibility, and as embracing patriotism and national identity. Some 
teachers saw knowledge about global issues as a part of good citizenship. The majority of 
teachers believed that the general concept of good citizenship changed over time, as evidenced 
in their own experience relative to the previous generation or the current generations. In most 
teachers’ views, the most notable change in the citizenship concept is that the current 
understandings of good citizenship no longer entail a strong sense of dedication to the common 
causes and revolutionary ideals advanced by the state. That said, there remained a sense of 
obligation to contribute to the country’s common good but mainly through personal success and 
with a higher sense of rights. 
Regarding the second issue, findings showed that many teachers’ interpretations of 
educational aims regarding citizenship development echoed what were stated in the official 
discourses. Nevertheless, a closer examination revealed that teachers’ understandings were also 
informed by their underpinned teaching values and political orientations that in turn, played a 
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critical role in framing their approaches to teaching citizenship. It can be seen that teachers’ 
doubts over the stated ends of education, whether they opposed the ends outright or remained 
puzzled by them, inevitably compound existing challenges confronted their efforts of educating 
for citizenship. These challenges included ones stemming from students, parents, society, or 
were related to school curriculum and structure. More importantly, some interviewed teachers 
struggled with their own dilemmas, which seemed to remain unresolved due to ideological 
dissonance and values gaps in the current context of Vietnam. 
An analysis of teachers’ teaching practices also provided good insights into the third 
issue that this study was concerned with. The analysis found that there are four types of citizens 
or good citizenship that the interviewed teachers wanted to develop in students. These types 
include (a) self-reliant, independent citizens, (b) democratic citizens, (c) altruistic and honest 
citizens, and (d) global citizens. 
Taken altogether, what does the analysis of this study tell us about prominent changes 
and consistent threads running through citizenship discourses in Vietnam since 1986? How do 
we explain the changes and continuities and what implications do they have on teachers’ 
perceptions and citizenship education practices? How do conceptualizations of Vietnamese 
citizenship correspond or differ from citizenship conceptions in the international literature? 
These questions lead us to an in-depth discussion that the following sections will illuminate.  
7.2. Discussion and Recommendations 
Given the complexities of the issue under investigation, the Discussion section centers 
around the most important findings that are directly related to the construction of citizenship 
and citizenship education in Vietnam. It focuses on the following: (a) why the changes and 
continuities in official citizenship discourses have happened and have been sustained (Section 
7.2.1); (b) what implications these developments have on teachers’ perceptions and citizenship 
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education practice (Section 7.2.2); and (c) the prospects of citizenship education Vietnam’s 
policy makers and educators may envision drawing on from this study (Section 7.2.3). 
7.2.1. Citizenship (Education) Discourses: Changes, Contradictions and 
Continuities 
The real struggle is not between East and West, or 
capitalism and communism, but between 
education and propaganda. — Martin Buber 
Continuing the preliminary discussions in Chapters 4 and 5, this section first explains 
possible reasons and implications of the developments of citizenship discourses. It then 
demonstrates that at face value, the changes and continuities in citizenship discourses suggest 
political leadership’s determined engagement in two modes of governance, which are socialist 
governance and neoliberalism. Yet, this study argues that the inconsistencies and contradictions 
in citizenship discourses reflected in post-doi moi education policy, curriculum and teachers’ 
views and practices indicate a more complicated state of ambivalence, ambiguity, and 
uncertainty regarding the construction of collective identity. Finally, this section discusses the 
implications of ethically constitutive stories in the context of contemporary Vietnam’s 
(citizenship) education.  
Vernacular neoliberalism. The most visible change to the development of the 
official discourses on citizenship and citizenship education since doi moi occurred in economic 
terms. In practice, state expectations in human (capital) development, at least through 
education policy as evidenced in this current study, have been increasingly informed by 
neoliberal orientation. As Takao (2009) noted, by the end of the 1990s, Vietnam had come to be 
“on the forefront of worldwide aid coordination efforts and development 'experiments'” (p. 171). 
In education development alone, between 2000 and 2015, the country attracted over 2 billion 
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USD to run 26 foreign-supported education projects35. Among the multinational organizations 
involved in improving education in Vietnam since doi moi, the World Bank (WB) has been a 
primary player. It has provided significant support for Vietnam to reform the education system, 
targeting the primary education and higher education sectors. For example, WB, together with 
UNESCO, actively aided Vietnam in reviewing the education system and recommended 
directions for the national textbook revision in 1991 and the curricular reform in 2002, and was 
involved in teacher development projects (Tibbetts, 2007; World Bank, 2012; Le, 2016; World 
Bank, 2016). For the more recent project of renovating general education (2002-2015), the WB 
was involved as the primary partner assisting in the development of a new national competency-
based curriculum through its loan of USD 77 million. 
Meanwhile, as many scholars widely noted, international/multilateral organizations 
such as the IMF, the WB, the ADB, and the OECD have been strongly advocating the neoliberal 
agendas that promote a direct link between education and economic development (Steiner-
Khamsi, 2006; Rizvi & Lingard, 2010; Klees, Samoff, & Stromquist, 2012). Neoliberal policies 
have received skepticism and criticism among researchers and education stakeholders across 
the globe (see Giroux, 2004; Apple, 2006; Klees, 2008; Silova, 2014). In the post-socialist 
region of Europe, Chankseliani and Silova (2018) pointed to the marketisation of education 
systems, as a contributor to reinforcing inequalities in education and the broader society. In the 
case of Vietnam, the Vietnamese government hints that acceptance of foreign assistance does 
                                                 
35 Some examples include: 
- Provincial planning capacity building 2005 – 2008, funded by Canadian International 
Development Agency (CIDA) through the Trust Fund of the World Bank; 
- Targeted budget support for Education for All, supported by the World Bank, the United 
Kingdom Department for International Development (DFID), CIDA, the EU, and the 
governments of Belgium, Spain and New Zealand; 
- School Education Quality Assurance project (SEQAP), supported by World Bank and DFID; 
- Vietnam Escuela Nueva (GPE-VNEN), funded by the Global Partnership for Education 
(formerly the Fast Track Initiative), with the World Bank serving as the supervising entity and 
UNESCO as the coordinating agency (MOET, 2014). 
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not entail external interference in its educational policymaking (see e.g., Salomon & Vu, 2007). 
Yet, findings in this current study show that there is a discernible tendency in educational 
discourse since 1990 of gearing education goals toward producing a high-quality workforce for 
economic growth. This study supports the emerging literature that asserts authorities’ 
intensifying endorsement of international donors’ ideas for linking education investments to 
economic development, both at secondary and post-secondary education levels (Duggan, 2001; 
Tibbetts, 2007; Saito et al., 2014; Le, 2016). In this way, the revamped education system has 
been driven by the goals of preparing students to work in a market-based economy. Schools then 
are projected to become labor market institutions that produce human capital desirable for a 
knowledge economy. 
While the effects of neoliberalism on education have been empirically documented in 
many contexts, the impact of Vietnam’s “vernacular” version of neoliberal education reform 
(Rizvi & Lingard, 2010, p. 186) on citizenship has been insufficiently investigated. In addition to 
emerging non-state (or private) forms of education providers, one visible tenet of the neoliberal 
commodification of Vietnam’s general education is related to the widespread ‘cost-sharing’ 
practices, paradoxically occurring within many public schools across Vietnam. While resembling 
privatization trends in some developing (transition) contexts, these practices in Vietnam are 
prevalent in the name of ‘socialization’ policy (xã hội hóa), calling for citizens’ financial 
contributions’36 to education services in a form of a sundry of (in)formal fees (see London, 
2004; Duong, 2015; Section 3.4). In this “two-tier, dualist education system” (London, 2006, p. 
9), inequalities have deepened through the exclusion of disadvantaged students – those from 
low-income or ethnic minority backgrounds and unable to pay extra fees. 
Taken together, developments in the education discourses over the past three decades in 
                                                 
36 Politically correct term: active participation 
- 186 - 
 
response to socioeconomic transformations demonstrate an emphasis on cultivating a type of 
citizenship that is increasingly defined (and practiced) in neoliberal terms. Thus, it was not 
much surprising when emerging qualities such as activeness, creativity, and self-reliance were 
also mentioned by the interviewed teachers as traits of good citizenship. Nevertheless, except for 
some teachers who stressed the need to prepare students for wage employment and economic 
contribution, teachers’ conceptualizations and practices generally demonstrated a broader 
concept of citizenship. Their conceptualizations involved qualities of critical thinking, 
humaneness, honesty, and democratic participation. In this way, teachers are contributing to 
new reconfigurations of notions of citizenship. 
The reworking of socialist citizenship. In addition to changes in citizenship 
conceptions from the economic peoplehood perspective, this research shed light on less visible 
changes. These entail the (a) inclusion of global dimensions, (b) the heightened sense of (law 
and authority) obedience, and (c) the enhanced appreciation of national identity in the 
citizenship concepts. These discursive changes, including both paradigm shifts and policy 
reversals, occur among underlying continuities embedded in mainstream socialist citizenship 
narratives. They together constitute an updated version of socialist citizenship, a collective 
political identity that, as Smith (2001, 2003) indicated, is constructed and advanced by the 
political leaders to fulfill their political ends. Yet, what can we infer from a close examination of 
the developments of citizenship discourses in Vietnam since doi moi? What do the fluidity and 
endurance of socialist citizenship as a political identity and an educational aim suggest 
regarding the people-making processes in Vietnam? 
My first argument concerns the ideas that I have made so far but is addressed from the 
perspective of Vietnam’s political governance mode. Vietnamese political leaders have made 
enormous efforts to marry Marxism-Leninism with a market economy as the primary governing 
rationalities. To many observers, this coexistence creates what London (2004) called ‘Market-
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Leninism,’ the hybridity of socialist orientation and capitalist development, or simply a mix of 
‘new modes of governance’ (Horat, 2017). Several scholars have maintained that Vietnam’s 
economic reforms were not adopting wholesale prescriptions of the (post-)Washington 
Consensus (Masina, 2012; Fforde, 2011, 2017), and that there has been relatively small influence 
of neoliberalism on the Vietnamese state (Gainsborough, 2010). Nevertheless, evidence 
presented in the current study shows that Vietnamese education leaders, while sustaining 
socialist governance, have increasingly taken on some elements of neoliberal governmentality to 
revamp its (citizenship) education. As such, the training of a high quality workforce can be seen 
as a political aim because as pointed out in previous chapters, peoplehood accounts related to 
economic achievements were used with a view to buttress state legitimacy (see also Lall & 
Vickers, 2009).  In other words, being engaged with both modes of governance, Vietnamese 
political leaders have been seeking to reframe socialist citizenship as a political identity and an 
educational aim in ways that remain most advantageous to the political priorities of the 
governing regime (Tai, 2001; Luong, 2013; Taylor, 2016).  
However, findings of this study revealed areas of inconsistence and contradiction in 
official discourses with regard to the conceptions and practice of citizenship. One of the 
interesting contradictions is specifically reflected in the dual vision of an active, creative, and 
self-reliant citizenry who are also supposed to be strictly law-abiding, dutiful, and allegiant. In 
this conception, on the one hand, the state demonstrates efforts to transfer responsibilities onto 
the citizens, which is most evidenced in the ‘socialization’ policy (see Section  3.4). Furthermore, 
citizens, particularly the youth, are encouraged to become what Foucault (2008) saw as the 
“individual as enterprise,” who should actively make choices to preserve and reproduce their 
own human capital (p. 226). Through an “enterprise education” (Peters, 2009, p. 66), the 
entrepreneurial beings are made to believe that they control of themselves by taking responsible 
for their own success or failure (Fernández-Herrería & Martínez-Rodríguez, 2016; Olssen, 
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2016). On the other hand, socialist rhetoric maintains that the party-state holds a governing 
role37 by sustaining social stability, as well as “taking care of” (chăm lo) and “providing 
conditions” (tạo điều kiện) for the citizens (see e.g., CPV, 1993; 2008; also Section 5.3.3). 
Passive and dutiful citizenship resulting from this paternalistic, neoliberal governance logics 
(and practices)38 partly explains why many interviewed teachers refused to get involved in 
politics, to challenge their own presumptions, and to speak up for the wrong and injustice 
around them. While it appears that the socialist party-state has shown determination in 
pursuing market-based economic approaches since doi moi, inconsistencies produced in a 
blueprint of a citizenship vision, particularly in the post-doi moi era, can be seen as a result of a 
deeper level of confusion, tension, and contradiction occurring inside Vietnamese political 
leadership and the society. 
In fact, similar to the case of socialist China where the power structure within the 
communist party is never monolithic39 (see e.g., Tsang, 2000), scholars have indicated that 
factions have been inherent within the CPV (see e.g., Vuving, 2008; 2012;40 Gainsborough, 
2017). Thus, it is understandable that disputes and contestations inside the CPV complicates the 
tensions implicit in the people-building processes. Based on its findings, the present study 
argues that ambiguous, inconsistent, and sometimes contradictory conceptions of citizenship 
reveal political leadership’s profound ambivalence in relation to creating a particular vision of 
                                                 
37 Politically correct term: leading role (vai trò chủ đạo) 
38 For an extended discussion about Vietnam’s paternalistic conception of the government, see 
Nguyen, C.Q. (2006) “Development without democratization” 
39 E.g., see Tsang, 2000 
40 According to Vuving (2012), in addition to reformers and conservatives or ‘anti-imperialists’ 
approaches, post-doi moi period saw the rise of two policy currents added to contemporary 
Vietnamese politics. They are middle-of-the roaders (those who are politically correct in a long-
term cohabitation between the conservatives and the reformers), and dualists (who accumulate 
profit [based on] the capitalist way and power the communist way). 
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common peoplehood. While needing further evidence, the ambivalence and uncertainty might 
stem from the fact that policymakers appear to be trapped in the complex, intertwined 
viewpoints of binary and colonial mentality (see Section  5.2). As this study found, imagined 
binaries such as socialist/capitalist, us/them (enemy), build/combat, revolutionary 
ideals/reactionaries, modern/tradition, developed (progressive)/backward are pronounced in 
mainstream citizenship education discourses (see Sections 5.2 and 5.3). Silova (2014) noted that 
binary constructions41 shape the logic of conceptualizing European post-socialist education 
transformations in which the West is positioned as a model for emulation. Somehow more 
similar to postcolonial contexts with the Confucian heritage, Vietnam’s binary conceptual 
frameworks extend more complicatedly, bearing roots in Confucianism, Buddhism, and 
Taoism42 and the imprints of colonial and high socialist legacies. It is within these multiple 
frameworks and colonial mentality in the face of a rapidly changing society that Vietnamese 
policy makers may find themselves entangled and bewildered. They engage with marketization 
and modernization, while at the same time struggling to resist Western (neoliberal) influence. 
They sustain state socialism with rhetoric to guide their people to a classless, egalitarian 
communist utopia, while at the same time engaging in the very real act of subjugating their own 
people to an authoritarian political system.  
Indeed, many observers have been distinctly doubtful about where the country has been 
heading43 (Painter, 2005; London, 2007; Vuving, 2008; Gainsborough, 2010; Goscha, 2016). 
                                                 
41 Such as East/West, state/civil society, industrial/information–technological [knowledge] 
society, monopoly/decentralization 
42 With binary oppositions such as yin/yang, in/out, above/below, male/female, good/kind-evil 
43 Although some scholars such as Masina (2012) holds that the country takes features of both 
the developmental state model and neoliberalism. 
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Interestingly, it is Vietnamese party leadership who also admitted44 that they were uncertain 
about the relevant post-socialist mode of governmentality or the future development trajectory 
of the country. Government and institutional reports taking stock of the reforms also indicated a 
level of ambivalence and confusion concerning the state’s construction and operationalization of 
a blueprint for the ‘new person’ in the new time (see e.g., VASS, 2014; CPV, 2015; USSH & KAS, 
2016). In practice, the last two decades in Vietnam have seen a time of ‘learning by doing’ and 
‘gradualism’ (dò đá qua sông)45, particularly in the areas of politics, culture, and education while 
political stability remains a core prerequisite for economic development (Taylor, 2004; 
Beresford, 2008; Napier & Vuong, 2013; Nguyen & Pham, 2016). But how can such ‘stability’ 
lead to real development as leaders themselves face a lack of confidence, consensus, and 
certainty? Or has it already turned to a state of “stagnancy” (Vu, P.C., 2016, para. 3), 
“sluggishness” (Vuong, 2014, p. 6) or “impasse” (Vuong, 2014, p. 17)? While it is not clear 
whether and how exactly Vietnam’s economic development is at the crossroads, paradoxes and 
dilemmas evidenced in this study suggests leadership’s and teachers’ contradictory perplexities 
and uncertainties toward the reconstruction of a new collective identity. 
Sadly, during this transitional context, many people have effectively worked the system 
to their personal benefit. The mixture of modes of governance has effectively created what is 
known as crony capitalism, where inequalities and unequal citizenship are widening (Ngo & 
Tarko, 2018). A specific example of unequal citizenship is particularly marked in contemporary 
                                                 
44 Most well-known statement comes from Party Chief Nguyen Phu Trong, who is now 
President, at a meeting on adjusting the 1992 Constitution (23 Oct 2013): “The reform (doi moi) 
is only a period while socialism construction may be much longer and more extended. The end 
of this century might not see a complete form of socialism in Vietnam” (Đổi mới chỉ là một giai 
đoạn, còn xây dựng CNXH còn lâu dài lắm. Đến hết thế kỷ này không biết đã có CNXH hoàn 
thiện ở Việt Nam hay chưa). 
45 Some scholars used ‘gradualism’ to “characterize a reform process that was incremental but 
had no long-term vision or goal” (Malesky & London, 2014, p. 407). The gradualist approach is 
preferred in order to avoid a crisis or “deviation from the socialist path” (Riedel & Turley, cited 
in Vuong, 2014, p. 6). 
- 191 - 
 
Vietnam: Party elites and capitalist interest groups, both domestic and international, are given 
privileged access to scarce resources, making clientelism and rent-seeking practices prevalent in 
the society (London, 2006; Vuving, 2012; Bui, 2015). In general education alone, there have 
been serious cases in which those opportunists leverage the system’s loopholes to their own 
interests (see e.g., UNICEF, 2010; Transparency International, 2011). Meanwhile, without 
political connections and the prerogative of party affiliation, more common populations can be 
well subjected to discrimination, exclusion, and unequal treatment in many walks of life (Taylor, 
2004; Gainsborough, 2010; Nguyen, K.G., 2016).  
The role of (un)ethically constitutive stories. This study clearly shows that 
ethically constitutive narratives are critical in the politics of Vietnam’s people-building. As Smith 
(2001, 2003) explained, constitutive stories promote a sense of common identity through which 
constituents view core identities (for example, their culture, ethnicity, ancestry, or history) as 
constitutive of the group to which they belong. Such stories have profound influence in defining 
the past and current self of a person, as well as shaping her or his future identities. It can be said 
that the shift toward a gradual incorporation of new elements within a relative continuity in the 
conceptions of Vietnamese citizenship is made possible owing to national historical narratives. 
This idea is consistent with Halbwachs’ (1992) and Anderson’s (2006) notes on the process of 
reconstruction of the past or collective memories on the basis of the present. Interconnected 
with economic and political accounts, ethically constitutive stories have played an integral role 
in the CPV’s people-making efforts, especially during critical, changing times of the country 
given its geopolitical vulnerability. Combining collective memories of a common origin, 
traditions, shared political ideals, and national economic achievements, the peoplehood stories 
aim to provide coherence and to help hold the Vietnamese together in times of war, political 
separation, and social transition (Pelley, 2002). Some of these accounts can be more or less true 
than others; yet once intermingled into state policy and the school curriculum, these accounts 
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become a codified hegemonic narrative of the nation that is characteristically diverse in terms of 
ethnicity, religion, and region, and has undergone “critical moments of historical rupture” 
(Taylor, 2016, p. 2; also see Goscha, 2016).  
The study also revealed that valorization of traditional values is a critical part of 
contemporary good citizenship. It demonstrated that while narratives of economic peoplehood 
were emphatically advanced during doi moi period, post-doi moi saw the resurgence of 
constitutive accounts, which as this study illustrated, were utilized to seek both social cohesion 
within the political people (via national solidarity) and legitimacy of the ruling party-state. 
Integral to these accounts is ethno-cultural nationalism that engenders national pride and 
commitment and informs the foundational conceptualization of Vietnamese citizenship. It was 
apparent that ethno-cultural nationalism serves as an important thread that connects different 
levels of citizenship discourses in Vietnam (state, curriculum, and teachers). Notably, it also 
connected citizenship discourses temporally, i.e. discourses before doi moi, during doi moi, and 
especially after doi moi when there was evidence for socioeconomic decline and eroding faith in 
the state’s promises in the social justice (see Brown, 2002; Smith, 2003; Anderson, 2006). In 
spite of the good intentions, such ethically constitutive accounts undoubtedly pose problems 
related to Vietnamese citizenship formation. For example, as pointed out by other researchers, 
communist leaders’ efforts to advance ideals of socialist citizenship from the late 1950s to the 
mid-1980s destroyed many traditional social relationships and local culture (Pelley, 2002; 
Taylor, 2016). In this context, the traditional person whose loyalties aligned with the family and 
local groups was replaced by the rational ‘new socialist person’ who would be “subject to his own 
desires to the goals of the state, and selflessly work to fulfill these goals” (Salemink, 2016, p. 
331). As a means of class struggle, socialist citizenship narratives also excluded anyone who was 
allegedly associated with the oppressive class or ‘suspicious’ backgrounds.  
This study also supports other research in illustrating that Vietnamese citizenship is 
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deemed to be almost affiliated with Kinh, the majority group in Vietnam (Pelley, 2002; Salomon 
& Vu, 2007). As modernity continues to be a key theme in contemporary 
education/development discourses, under-represented ethnic people tend to be positioned as 
the ‘under-developed,’ ‘primitive,’ or ‘backwards’ who need to ‘integrate’ and ‘catch up’ with the 
mainstream for the goals of national modernization (Taylor, 2001; Hoang & Pham, 2012; 
DeJaeghere, 2015; Taylor, 2016). In this regard, given that the past twenty years saw a vigorous 
resurgence of traditions and spiritual beliefs in state policies and practices (Tai, 2001; Luong, 
2013), regenerating persuasive constitutive accounts can be seen as part of a larger peoplehood 
project of elite assertion of political and cultural hegemony over the populations. 
The impact of official constitutive stories were exemplified in the ways that teacher 
participants in this study internalized concepts such as ‘national cultural identity,’ ‘national 
solidarity,’ and ‘patriotism.’ Many of the teachers’ conceptions of good citizenship echoed state-
promoted ideals in which national traditions, identity, and culture, in addition to communism 
that party elites claim to lead the country to, tended to be overemphasized as unique and 
superior. As a result, their practices have been greatly informed by such official ideals of good 
citizenship. Teachers’ opinions were also reflective of the state’s renewed efforts to advance 
constitutive narratives of patriotism and national solidarity, particularly in the recent context of 
rising conflicts related to China (see Vu, 2010, 2014; Nguyen N.H., 2017). Such a sense of 
nationalism tends to be promoted and practiced (both by the CPV and its supporters) at the 
expense of civic rights as demonstrated in the case of teacher Tran Thi Lam (see Section  5.1.3). 
Overall, this tendency suggests that at least in the near future, it would be far from practical for 
Vietnamese citizenship, based on a strong, ethnocentric sense of political peoplehood, to come 
closer to what is known as regional identity (ASEAN-ness) (see e.g., Vu, 2010; Aguilar, 2017) or 
global citizenship that the international communities attempt to build.  
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7.2.2. Citizenship Education, Disparities, and Teacher Roles 
How can the child learn to be a free and 
responsible citizen when the teacher is bound? — 
John Dewey 
As the analysis of this study demonstrates, the current goals of citizenship education in 
Vietnam’s centralized system are articulated quite explicitly (see Sections 2.4 and 5.1). Despite 
explicit statements, frequent use of buzzwords 46, catch-phrases, and weasel words without 
transparent explanation in policy texts leads to ambiguity and confusion in interpreting the 
educational aims and approaches. More seriously, as many domestic scholars indicate, the 
current education system in general is not drawn on a consistent, ‘progressive’ theoretical and 
values system47 (Hoang Tuy, 2012; Nguyen & Nguyen, 2014; Tran, T.N, 2016; Nguyen, Q.V., 
2017). As a result, many problems in Vietnam’s education remain deep-rooted. Within this 
context, matters related to formal citizenship education reported in this study can be discussed 
with reference to three broad interrelated issues below: They are (a) disparities in values, (b) 
ideal-reality disparities, and (c) teachers’ actual roles. 
Disparities in values. First, this study’s findings suggest that some current 
mainstream values underpinning citizenship education are no longer considered values shared 
by the society. In addition to criticism of emerging values associated with the market-based 
ways of thinking, controversies around the teaching of socialist values and traditional values 
persist. Regarding socialist values, evidence in this study corroborates other critical research, 
indicating that while Marxism-Leninism remains the official guiding principle of Vietnam’s 
                                                 
46 Some examples include ‘well-round citizens,’ ‘comprehensive education,’ and recently 
‘industrial revolution 4.0.’ 
47 This is most reflected in the debate during the past ten years around the so-called ‘educational 
philosophy’ in Vietnam (see Section 7.2.3).  
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education (and political institutions), people have become disinterested in socialist ideals and 
are alienated from politics-related issues (Section 4.2; Pham & Thai, 2011; Nguyen, H., 2010; 
Doan, 2005). In practice, Marxism-Leninism is no longer acknowledged as a shared public 
belief as it was prior to the doi moi period when socialism/communism was widely advanced 
and embraced for its ideals of national liberation and independence. As Marxism-Leninism has 
become estranged for its historical anachronism, this study shares the opinion of other scholars 
who have argued that this is largely because such ideological absolutism has been taught as the 
only correct ideology in schools and has been used to legitimize and sustain an authoritarian 
(totalitarian) and corrupt regime (Samoff, 1991; Nguyen, K.G., 2013). This situation is also 
observed in the case of state socialist Cuba where distrust, alienation, disaffection, and 
disillusion are found prevalent among an increasing proportion of the young Cuban population 
(Dawley-Carr, 2015; Smith, 2016). In this sense, the fact that socialist citizenship no longer 
represents persuasive citizenship accounts shared by a political community inevitably results in 
confusion, contestations, and dilemmas in relation to citizenship education. 
Another set of values in the citizenship education curriculum that has drawn increasing 
controversies from the public centers on traditional values. Nguyen and Nguyen (2014) made 
clear two moral value layers in the current citizenship curriculum: core values and traditional 
values (in addition to the socialist and modern values layers). They indicated that the first layer 
includes values that tend to be considered eternal across time and even space such as integrity 
and friendship; in comparison, traditional values include diligence, patriotism, a sense of 
collectivity, and many Confucian ethics that are deeply entrenched in the Vietnamese society. As 
with other Asian countries with the Confucian tradition, moral training has been strongly 
emphasized in Vietnam’s school curricula and other social aspects. In practice, several 
interviewed teachers’ criticism of “students’ not learning enough morality” represents a 
prevailing concern regarding the insufficiency of moral training in Vietnam’s schools. Yet it also 
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reflects contemporary controversies around the teaching of Confucianism, particularly the 
mores that reinforce social hierarchy, underestimate the role of women, and promote exam-
oriented education (Dao, 1992; Phan, 1925, cited in The Nguyen, 1998; Huu Ngoc, 2006; Luong, 
2011).  
Most teacher participants in this study acknowledged the Confucian legacy and many of 
its valuable ideals. Nevertheless, several teachers argued that certain Confucian thoughts are no 
longer relevant in the present time; this study would further argue that some Confucian tenets 
have been misread and misrepresented in ways that seek to serve the interests of the elites, 
reinforcing the current social order. While a fuller and more nuanced discussion about 
Confucianism is beyond the scope of this study, it can be helpful to focus on at least two 
observations concerning the application of Confucianism in Vietnam with regard to state-society 
relations and implications for citizenship education.  
First, Confucian principles view the good of society as outweighing the good of the 
individual, so the rights of the individual tend to be overridden by the calls for national priorities 
and interests in many Asian countries with the Confucian heritage (Lee et al., 2004; Grossman 
et al., 2008). The notion of the ideal Chinese citizen, for example, is intimately attached to the 
state’s goals of mass mobilization and collectivism (Keane, 2001; Law, 2006; Kwan‐Choi Tse, 
2011).  In a similar context, Sim’s (2008) findings also reported that Singaporean teachers 
understood the good person as the “one who has a good and moral character,” while the idea of 
the good citizen tended to be approached from the perspective of collective contribution to the 
nation and community (p. 259).  
In the context of Vietnam, citizenship education has tended toward promoting the good 
of society rather than self. Although the good aspect of this tendency is the emphasis on 
harmonious relations and social cohesion, evidence has suggested that individual personalities 
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and potentials can be overshadowed by the elite’s political imperatives in the name of national 
interests. As such, whether as a stand-alone subject or through the hidden curriculum, 
citizenship education is more akin to political inculcation than any forms of political education 
or socialization (Harber, 1991). This means citizenship education can be used to indoctrinate 
children and impose particular political values and dogmas, producing ‘faceless subjectivities’ 
rather than citizens with personalities and potentials who can freely search for truth and 
willingly contribute to the common good. That said, this study found that most interviewed 
teachers expressed broader conceptualizations of good citizenship. Although some teachers, at 
times, placed more emphasis on rights over duties given the authoritarian political landscape in 
Vietnam, in the final analysis, teachers generally advocated for responsible citizenship, 
endorsing both rights and duties toward the collective benefits of their local community, the 
society, or the global community (see Section 6.1). In this respect, the teachers’ focus on 
community ethos rather than state orientation deems citizenship conceptions in Vietnam 
different from China where “Chinese citizenship is [perceived to be] state-centric, rather than 
people- or citizen-oriented” (Law, 2018, p. 2). 
The second point concerns the impact of hierarchical relations in traditional 
Confucianism on Vietnam’s social structure. Vietnam’s contemporary society is still seen as 
deeply influenced by unequal relationship principles. Central to these principles is the idea of 
fidelity that governs most social relationships. As such, junior people are expected to 
demonstrate ultimate respect and loyalty toward authorities, be that their parents or the 
paternalistic state (Vasavakul,1994; Nguyen, C.Q., 2006; Burr, 2014). In addition, at least a 
finding in this study (see Section 6.2.2) aligned with other studies that show Vietnamese females 
still experience different sophisticated forms of discrimination because of their ‘inferior’ status 
(e.g., Pettus, 2004). A “good” Vietnamese citizen is therefore still the one who, in many cases, 
“could not ask questions, could not challenge, [and] could not refuse" (Napier & Vuong, 2013, p. 
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20). With regard to school culture, several scholars have critiqued the adoption of Confucian 
values turning schools into a hierarchically structured system, exercising authoritarian 
leadership in relationships between leaders and subordinates and between teachers and 
students (Truong et al., 2017; Nguyen, T.N.Q., 2016). This also explains findings in this study 
about dilemmas of ‘authoritarian teachers’ who struggled to escape their authoritative teaching 
style in an effort to develop active and creative learners (see Section 6.2.2). 
In this complex context where unequal vertical relationships are nested within and 
embraced by an authoritarian system, citizenship education for the common good tends to be 
exploited to act against an advocacy of individual interests and rights. As the analysis of 
peoplehood stories in this study showed, moral training for individuals’ self-cultivation and 
social responsibility tends to be promoted for strict obedience to authority and party line. In 
addition, respect to predecessors or seniority tends to be subtly interwoven with the ideas of 
socialist or revolutionary morality, i.e. loyalty to the communist regime, and a narrow sense of 
nationalism. In other words, citizenship education, with the adoption of socialist ideology and 
certain tenets of Confucianism, has been largely used to command loyalty, to promote an 
uncritical sense of patriotism, and ultimately to maintain the status quo.  
Nevertheless, it is also important to note that Confucius himself, or the thoughts of 
Confucian Mencius – the one who has a profound influence on Vietnam’s political philosophy – 
never endorsed blind allegiance to the authority. Amartya Sen maintained that it is many 
authoritarian champions of Asian values who advocate the maxims in Confucius’s name, which 
are actually much less complex and sophisticated than Confucius’s original ideas (Sen, 1999, p. 
234). Several Vietnamese scholars including Phan Chau Trinh and Phan Khoi also critiqued the 
improper interpretations and usage of Confucian-Mencian ideology in Vietnam in history (Phan, 
1925, cited in The Nguyen, 1998; Phan Khoi, 2006). Therefore, regarding the contemporary 
society, this study adds that Vietnamese leadership’s rigid structuralist views of Marxism-
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Leninism combined with incorrect and selective interpretations of Confucianism have 
contributed to the growing gaps between values officially promoted in citizenship curriculum 
and values currently upheld by the society.  
Ideal-reality disparities. Second, as shown in this study, disparities or disjunctions 
within and among the narratives of state policy, curriculum, and teacher beliefs/practices are 
quite pronounced. For example, while the state attempts to promote well-rounded education, its 
perception of the ends of education and practices are narrowly shaped within the human capital 
framework. In addition, many teachers’ comments also indicated that the gaps between ideals 
and the realities of practice were too large. According to Chankseliani and Silova (2018), in 
many European post-socialist contexts, there were a variety of “tensions, complexities and 
contradictions associated with the ongoing reconfigurations of education purposes and values, 
as well as with their subsequent translations into education policy and practice” (p. 19). In a 
similar manner, discrepancies and inconsistencies found in Vietnam’s state rhetoric and 
practices inevitably lead to paradoxes and contradictions in teachers’ interpretations of 
education policies and their implementation in practice. For example, in the current official 
citizenship curriculum, a strong focus is officially placed on political consciousness and moral 
lifestyle, which should be in accordance with party line. Meanwhile in practice, the attention of 
many teachers, parents and students has heavily focused on the core subjects48 in preparation 
for university entrance exams and employment rather than citizenship-related subjects such as 
History and Civic Education (see Section 6.2.2; Nguyen & Nguyen, 2016; Nguyen, Q.V., 2017).  
These contradictory perceptions and practices put teachers in a great puzzle regarding 
how to best teach citizenship education. It is evident that, on the one hand, teachers’ 
understandings and opinions were greatly influenced by the state’s discourse and mandate. On 
                                                 
48 For example, Math and English. 
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the other hand, their visions and practices were diverse, reflecting their own interpretations, 
professional attitudes, and ideological perspectives. Their ambivalence and dilemmas related to 
the goal and content of socialist socialization and their own attempts to pursue alternative 
practices in citizenship education seem to persist, reflecting a complicated process of post-
socialist transformations in terms of both conceptualization and practice of citizenship.  
Kerry Kennedy suggested that “the loftier a country's ideals for citizenship education, the 
less likely it is to have any meaningful practice” (cited in Kerr, 2002, p. 9). Furthermore, as the 
product of unchecked government power, policy rhetoric tends to entail elusive, unrealistic goals 
without concrete, feasible action plans or mechanisms to enact policy, to implement policy, and 
to evaluate the impact of policy (Kerr, 2002). As a consequence, despite ongoing calls for active 
and creative learning or an aim to develop well-rounded citizens, citizenship education in 
Vietnam has largely remained a transmission of knowledge about civics and political ideology. 
This study’s observations regarding disparities in citizenship education approaches and practice 
broadly support the research of the past two decades on the rising inequalities in Vietnam. For 
example, Taylor (2004), Abrami, Malesky, and Zheng (2008), DeJaeghere, Wu, and Vu (2015), 
and Kleinen (2015) show that in contrast to the rhetoric about moving toward a just, democratic 
country, many aspects of Vietnam’s socialist society are deviating from socialist egalitarian 
principles, leading to increasing inequalities and injustices. 
Teachers’ roles. The circumstances described above bring us to a related question: 
What role should Vietnamese teachers play in citizenship education? The findings of the current 
research confirm other studies and public concerns related to a didactic, transmission approach 
to citizenship education currently dominant in Vietnamese schools (Doan, 2005; Lucius, 2009; 
Nguyen, 2011; Nguyen & Nguyen, 2014). Indeed, much literature on citizenship education in 
various contexts has indicated that a passive, formalistic approach primarily based on 
knowledge transmission bears limited impact (Kerr, 2002; Harber & Mcube, 2012). Many 
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teachers in this study expressed doubts and uncertainties about the current goals of citizenship 
education. Understandably, it is safer for the teachers in such a context to simply follow and 
comply with the textbooks. In this sense, Nguyen and Nguyen (2014) rightly noted that 
Vietnamese citizenship teachers have become a passive “transmission instrument” of the official 
curriculum or state agendas (p. 115), which corresponds to Parker’s (1987) idea of the “teacher-
as-curriculum conduit” (p. 7). Although a majority of teacher participants in this study stated 
that they had practiced certain aspects of the active learning approaches, all conceded that there 
was little room to develop the skills and dispositions of expected qualities. This limitation 
applies even to activeness or creativity, qualities often presented as top sought-after skills for a 
Vietnamese citizen of the new era. 
The reasons for such a limitation are many, including factors related to the knowledge-
focused curriculum and Vietnam’s sociopolitical conditions. Although more research is needed, 
this study’s analysis overall suggests that many of teachers’ challenges in citizenship teaching 
can be attributed to the fact that while the system is obstinately attached to the goals of an 
authoritarian governance model, citizenship education is under an increasing pressure to 
accommodate young people’s shifting needs and identities in the context of globalization (Duong 
& Phan, 2018).  
As a result, what we can see from this research is that citizenship teachers work in the 
context of a dilemma as they struggle to teach within the contradictions resulting from a 
growing dissonance within official discourses as well as between received state rhetoric and its 
practices. In simpler terms, many Vietnamese teachers, similar to Cuban counterparts, actually 
have to engage in what Blum (2011) terms as doble conciencia (p.18) or doble moral (Dawley-
Carr, 2015, p. 205). These authors used such terms to refer to young Cuban citizens’ and 
teachers’ double conscience or dual morality. Specifically, doble conciencia means that the 
citizens, particularly those who do not totally reject revolutionary values yet face difficulties 
- 202 - 
 
reconciling the current reality, have to negotiate the disparities between the official narratives, 
their own ideal citizenship, and the realities of life. In other words, they have to adopt a dual 
identity49 with contradictory ideological values so as to function effectively in society, 
particularly in the process of globalization. 
Evidence so far has demonstrated the challenges and dilemmas that teachers confront in 
their teaching citizenship. Yet, stories about dilemmas such as the ones reported in this study 
are practically absent in the current public discourse and academic scholarship. These dilemmas 
tend to be overlooked in the fanfare of educational reforms, public criticism about the education 
system, and complaints of ‘incompetent’ teachers. This study found that underneath teachers' 
contradictory perplexities and uncertainties, some have already taken concrete actions to make 
changes, no matter how small and sporadic, to reflect what they believe is right.  
Some well-known anecdotes in Vietnam tell about teachers in the colonial time (e.g., 
early last century) who resisted state-legitimated knowledge mandated by French colonial 
authorities. Empirically, Kelly (1982) among others, also indicated that traditional Vietnamese 
teachers, who were viewed by the French as “inclined to trouble-making,” made efforts to assert 
their rights and determine what and how to teach (p. 181). In the present time, under the 
autocratic system, could Vietnamese teachers successfully take on the agency and ‘tradition of 
rebellion’ as teachers of a hundred years ago did (see Lessard, 1995)? Several teachers 
interviewed in this study showed that they were still dependent on textbooks and dated teaching 
methods; but there were times when they themselves or other teachers who actually adopted or 
encouraged interactive or participatory approaches through community-based projects, 
fieldwork, and extra-curricular learning. In a case study of a primary school in Vietnam, Saito et 
                                                 
49 Some scholars even referred to this type of identity as ‘triple faces’: teachers tend to be 
trapped in the pressure of what they should do, what they are supposed to do, and what actually 
do in their teaching (Dang H.G., Nguyen L.H.K, Nguyen Q.V., and Pham L., personal 
communications, between June 2017 and Mar. 2019). 
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al. (2016) demonstrated how local teacher agency and autonomy were promoted through an 
appropriate use of reform practice.  Such teachers were characterized as “the teacher as a 
colony” (Saito et al., 2016, p. 4), an idea close to Parker’s (1987) conception of teachers-as-
curriculum agents who ‘bring intellectual and moral agency to their work with their children, 
social studies, and the milieu of schooling’’ (p. 2). More importantly, they are transformative 
intellectuals who engage with curricular change to promote students’ criticality, challenge the 
status quo, and develop a better world (Aronowitz & Giroux, 1985; Parker, 1987).  
As evidenced in the present study, most of the teachers who were disinterested in the 
state ideology, who were outspoken, and who were resistant to a passive transmission of official 
knowledge fell into two groups: those who retired, and those who had experience working for 
private organizations or non-public schools. This suggests that in order for real, positive changes 
to take place, efforts should start from bottom-up and grassroots levels where teachers are least 
controlled and cognizant of their transforming role. They are those who foster a broader sense of 
citizenship than the narrow nationalist and neoliberal approach promulgated by the state. They 
do not necessarily enact but instead reconceptualize the state vision of good citizenship. In this 
sense, they are finding ways to mobilize their social and cultural resources to subtly transform 
the official agenda of citizenship education. This implication will be further elaborated in the 
next section. 
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7.2.3. Possibilities and Prospects: Implications and Recommendations for 
Education for Citizenship 
When the [good] way prevails in the state, speak 
boldly and act boldly. When the state has lost the 
way, act boldly and speak softly. —  Confucius 
What, then, are the implications for policy makers and practitioners in contemporary 
citizenship education in schools? Many useful suggestions can be made in the context of 
Vietnam to improve citizenship education. Within the necessarily limited scope of this section, I 
consider significant recommendations for policy and practice based on the results of this study 
and related research.  
For policy making at the central and school levels 
Articulating a common set of educational values, aims, and guiding principles. 
Vietnam appears to miss clear, coherent educational aims that are informed by inputs of 
the wide populations. This is evidenced in the recurring debates surrounding the articulation of 
‘educational philosophy’ in Vietnam for many years.50 Revised aims, vision, and values in 
education are urgently needed in the national curriculum which, at most, should address two 
fundamental issues: (a) what kind of future citizen the education system needs to create and (b) 
what kind of society (or the governance model) should be for future development (see Nguyen, 
K.T, 2016; Nguyen, Q.V., 2017). Though more research is necessary, the four categories of good 
citizenship that teachers of this study wanted to develop exemplify the practical visions, rather 
than utopian visions, of the young Vietnamese citizens. The articulation of educational values 
                                                 
50 See Nguyen Ngoc in the book “Những vấn đề giáo dục hiện nay – Quan điểm & giải pháp” 
[Current educational issues - Opinions and solutions] (Many Authors), Tri Thức Publisher 
(2007), and also Nguyen (1975).  
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and aims is critical because as Kerr (2002) indicated, it has an obvious influence on the goals 
and approaches to citizenship education. Once there is a collective consensus over educational 
aims and values, Vietnam can consider the approach to citizenship education it wants to follow. 
In addition, it is important that an education reform should occur in the nexus of 
system-wide changes, where citizenship education is viewed in reciprocal relationships with 
other factors/fields of a larger social ecology. As mentioned in Chapter 2, Phan Chau Trinh was 
among the first Vietnamese intellectuals who articulated the meaning of citizenship in 
Vietnamese. Many of his ideas regarding morality, ethics, education, and state governance, 
though dated back nearly a hundred years ago, remain highly relevant today. Considering 
absolutism to be the primary cause of moral decline which would hold back national 
development, Phan Chau Trinh urged to promote democracy and advance national ethics (quốc 
gia luân lý) (Phan, 1925, cited in The Nguyen, 1998). Phan’s visionary approaches to reforming 
(citizenship) education, especially his endorsement of healthy, balanced common ground of 
Western democracy citizenship, genuine Confucianism, and Vietnamese cultural wisdoms can 
be guiding principles for social change in contemporary Vietnam. More broadly, as suggested by 
many scholars, finding common ground based on democratic public discussion is also 
foundational to sustainably building any multicultural and inclusive society (Chouliaraki & 
Fairclough, 1999; Sen, 1999; Smith, 2003; Banks, 2004). 
 Citizenship education curriculum and textbooks should be developed based on (a) 
empirical evidence drawing on the reality of school practice and (b) extensive consultations 
and discussions with populations and local educational stakeholders (including scholars, 
researchers, teachers, parents and students), rather than merely from politicians’ wills and 
ideals. 
In order to make policy design and curriculum development an inclusive and democratic 
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process, it is important that Vietnamese researchers, educators, and teachers are seriously 
included in the dialogue. Additionally, matters related to teacher development, textbook writing 
and production, and curriculum development (particularly for citizenship-related or social 
sciences subjects) should be transparently consulted and thoroughly researched before a policy 
is made and implemented. The issuance of a new education policy should also be accompanied 
by specific implementation plan and enforcement mechanisms. Recently, the development of 
the new national curriculum did welcome general public opinions and critiques, which is an 
improvement in the centralized system of Vietnam. Unfortunately, with limited periods of time 
for public consultation,51 in addition to the current inefficient state bureaucracy, it is doubtful 
that suggestions for improvement were taken seriously.  
Setting out approaches and focus of citizenship education and making them explicit. 
Kerr (2002) outlined three general strands that citizenship education may be generally 
classified into: education about citizenship; education through citizenship; and education for 
citizenship. 
Education about citizenship focuses on providing students with sufficient knowledge and 
understanding of national history and the structures and processes of government and political 
life. As indicated in this study and other research, the citizenship curriculum in Vietnam 
currently follows this strand which is easy to do but has limited impact. Education through 
citizenship involves students learning by doing, through active, participative experiences in the 
school or local community and beyond. This learning reinforces the knowledge component. 
Education for citizenship encompasses the other two strands and involves equipping students 
with a set of tools (knowledge and understanding, skills and aptitudes, values and dispositions) 
                                                 
51 From mid-August to December 2015, April to July 2017, and then from October to December 
2018. 
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that enable them to participate actively and sensibly in the roles and responsibilities they 
encounter in their adult lives. This strand links citizenship education with the whole education 
experience of students.  
The inclusion of public in the process of policy and curriculum development will lead to 
broader conceptualizations of citizenship as well as the curriculum itself. As a result, the 
citizenship education curriculum will embrace a broad mixture of formal and informal 
approaches, not just limited to school subjects (Grossman, 2008; Scheerens, 2011). Such a 
combination is indispensable and important in the context of technology development and 
globalization that necessitate schools, families and society to collaborate for effective education 
for citizenship. Accordingly, the new approaches to citizenship education Vietnam adopts will 
determine the focus of citizenship curriculum (see also Section 2.1. Role and Approaches).  
For Citizenship Educators 
Although this study revealed that most citizenship teachers were still dependent on 
textbooks to varying extents, there were others who used the curriculum selectively and engaged 
with a variety of teaching/learning approaches to citizenship education. Their teaching methods 
did not necessarily incorporate technology but sought to create more space for discussion and 
debate. Their pedagogies suggest that citizenship teachers should enhance students’ capacity to 
participate as responsible citizens through the information and skills that students acquire, 
rather than merely passing on knowledge about citizenship (Kerr, 2002; Nguyen, Q.V., 2017).  
More importantly, citizenship education should never be confined to a formal school 
subject or two; it should be lived and practiced, both from inside and outside the classroom, in 
a democratic school setting and in the wider communities. Research in social studies education 
indicates that students learn effectively when they are active — rather than passive and receptive 
— and when they are empowered to make critical judgments and take actions (e.g., Downey & 
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Levstik, 1988, 1991; Kerr, 2002). As such, beyond the formal curriculum, citizenship education 
includes extra-curricular activities and students' everyday experiences of life. Some useful and 
motivating activities that teachers in this study used are also favored by citizenship educators in 
other contexts, including extra-curricular learning and community service projects, particularly 
ones that are driven from and inspired by local needs, values, and traditions. By connecting the 
curriculum with family education and community service, teachers would be able to override the 
double standard caused by hypocrisy in the teaching of citizenship.  
Teachers themselves should also exercise active and participatory citizenship in a 
broad sense. Educational reform does not mean determinism and should not only be 
implemented top-down. Given the current sociopolitical landscape of Vietnam, bottom-up 
changes could be enacted by teachers starting with small initiatives, in their classrooms, schools, 
and communities, and extending to their professional societies. While more empirical research 
is needed, such seeds of change have been observed growing in the last couple years, being 
cultivated and nurtured by groups that operate as (online) communities of practice and run by 
teachers, educators, and parents. These endeavors constitute what Scott (1990) termed “hidden 
transcripts” or “open acts of resistance [but] expressed in disguise” (p. 4). Nevertheless, these 
offstage discourses and performances not only aim to contest domination but also seek to 
change the mindsets and practices of those who are involved. In this sense, responsible 
citizenship is not only about participation, engagement, and political activism but also includes 
the courage to change from inside by individual teachers, parents, and eventually the whole 
society. 
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CHAPTER 8. CONCLUSION 
 
This study set out to understand the discourse on citizenship and citizenship education 
in Vietnam since 1986, when the country officially launched the economic reforms. It focused 
primarily on the ways in which the notion of citizenship and official education discourse on 
citizenship evolved as Vietnam progressed through (and continues to experience) a post-
socialist transformation and integration into the global market economy.  
Framed by the peoplehood perspective and theory of Critical Discourse Analysis (CDA), 
this research adopted a multimethodological CDA design, drawing primarily on government 
documents such as state policies and national curriculum on formal citizenship education 
published between 1986 and 2016. In an effort to understand the ways in which teachers, as 
members of a political community, contributed to reconfiguring official discourses on 
citizenship and citizenship education in Vietnam, this study also examined perspectives of 
citizenship educators teaching in Vietnamese secondary schools (junior and senior high 
schools).   
In summary, this research has shown that the contemporary concept of citizenship in 
Vietnam has deep roots in history. Much of the ideals of Vietnamese citizenship have been 
associated with the development of the nation’s identity and of civic consciousness, which was 
promoted by Vietnamese nationalists at the beginning of the 20th century. From French 
colonialism to American imperialism, unification to the economic renovations of this modern 
age, citizenship notions and the teaching of citizenship in Vietnam have undergone important 
ruptures and continuities. Socialist citizenship, as a political identity project, was adopted from 
the former Soviet Union by the communist leadership of the North of Vietnam, and further 
advanced during the high socialist era of the Cold War. As in other (former) socialist contexts, 
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the ideal prototype of a new socialist citizen was re-interpreted by the Vietnamese political 
leaders to address the local issues and realities. Focusing on the post-socialist time when 
Vietnam was dramatically transforming through the market-based economic reforms, this study 
underscored various levels of discursive changes in the construction of citizenship in public 
discourses over the last three decades.  
This research demonstrated that the meanings of good citizenship in Vietnam have been 
largely framed in terms of moral responsibility and tied to the state’s political goals and 
priorities. Through the lenses of economic, political, and ethically constitutive peoplehood 
stories, the study illuminates the changes and continuities in official discourses on citizenship, 
which reflect Vietnamese political leaders’ tireless efforts to accommodate and sustain socialist 
citizenship as a political identity and an educational aim. Despite shifts in focus since doi moi, 
economic appeals continued to stand out in the people-making processes, alongside a neoliberal 
orientation in the articulation of citizenship qualities expected in citizens. In the economic 
domain, good citizenship gained a generally broader meaning (relative to the doi moi period), 
encapsulating the spirit of entrepreneurship and traits for ‘high quality human resources.’ 
Meanwhile, stories of political peoplehood, consistently grounded in Marxist-Leninist ideals, 
failed to instill necessary civic virtues, and thus, had less success in inspiring a sense of trust and 
worth among many Vietnamese populations, especially as the country deeply integrated into the 
world. This might in part explain why post-doi moi citizenship discourses have seen a stronger 
emphasis on promoting ethically constitutive accounts in which citizenship is primarily 
conceptualized via the notion of moral duties owed toward fellow members with a shared 
destiny in a political community. Given the emergence of new meanings of Vietnamese 
citizenship in response to social change, this study suggests that the party-state continues to 
maintain monopoly control over the reconstruction of citizen identity and citizenship education 
in a fashion that emphasizes ethno-cultural nationalism and regime consolidation. 
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This study illustrates Vietnamese political leaders’ tireless efforts in accommodating and 
sustaining socialist citizenship through state-produced peoplehood narratives, which inevitably 
shape policies and institutions of inclusion and exclusion. Yet the study argues that Vietnamese 
political leaders have experienced a complex state of ideological polarization and ambivalence. 
As a result, although the majority of the interviewed teachers expressed ideals of citizenship in 
ways that were overall broader than official conceptions, some faced challenges, uncertainties, 
and dilemmas with regard to teaching good citizenship. While navigating the ideal-reality gaps 
and ideological tensions, teachers’ unofficial narratives illustrated that some have already 
engaged in making changes to their teaching practices. On this basis, the current study suggests 
that teachers — individuals who play a fundamental role in educational change — should further 
activate their own agency to engage in social modification. 
8.1. Research Contributions 
This current research contributes to the existing academic scholarship in several ways. 
First, the insights gained from this study contribute to the literature on comparative education. 
In fact, much comparative education research has focused on how educational changes take 
place as a result of or in response to social change in the history of a particular country. 
Education during a transition period is often highlighted as assuming a dual conflicting role, 
that is education is either for social reproduction or for social reconstruction. As this study 
demonstrates, moral education and stories of peoplehood have been given a great emphasis in 
Vietnam’s curriculum in an effort to strengthen social cohesion and national solidarity. In other 
words, the role of education in Vietnam has been commonly seen as socializing children into 
moral values, beliefs, and norms which in practice tend to be created by the power elite and be 
considered official knowledge. Likewise, schooling tends to be regarded as a primary (if not the 
only) pathway to personal success, social mobility, and an equal society. It is interesting to 
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observe how such a functionalist view of education gains popularity in a society where Marxism-
Leninism is the official, if not dominant, ideology. This study’s observations helped us 
understand how Vietnam’s (citizenship) education has been structured in ways that maintain 
the status quo, which supposedly comes to clash with Marxist’s critical view toward education as 
a social institution that contributes to the reproduction of social hierarchies and inequalities. 
More broadly, this study contributes to research on the normative and actual function of 
education in Vietnam during the economic and social transformation period.  
Second, this study is the first comprehensive investigation of the ways that Vietnamese 
citizenship as a political identity and an educational aim has developed in Vietnam in the post-
socialist period. In a sense, this study confirms the complexities of the transformation processes 
that were documented in other post-socialist societies (see e.g., Burawoy & Verdery, 2000; 
Silova, 2010; Silova, Millei, & Piattoeva, 2017). Research also points to the fact that people 
experiencing a context of competing ideals tend to face ideological uncertainty (Fairclough, 
1992b; McLeish & Phillips, 1998; Dawley-Carr, 2015). Vietnam, as argued in the current 
research, illustrates a unique case of a society in such a complex transition through which both 
the state and its citizens, though in different directions, are facing a state of ambivalence and 
uncertainties. Although adopting market-based reforms with increasing neoliberal orientation, 
Vietnam bears lasting influences of Confucianism and the lingering legacies of colonialism and 
socialism. The country is one of a few state socialist countries left in the world and remains one 
of “Asia’s most important but least understood countries” (London, 2014, p. 2). In this regard, 
the study enriches the existing evidence on post-socialist transformations in a socialist 
transitional context. 
Within political science research, this work provides contextual insights into the 
multilayered interconnectedness of politics and education in Vietnam. As Smith (2003) 
- 213 - 
 
suggests, political leaders everywhere have been engaged in people-building efforts by 
promoting and institutionalizing stories of peoplehood. The study has provided empirical 
evidence from Vietnam regarding the ways in which peoplehood narratives of different types 
have been skillfully incorporated into the official discourses by Vietnamese political leaders as 
part of their socialist project. At the same time, the study has elucidated the complicated process 
of accommodating and reconfiguring citizenship conceptions and political identities that were 
engaged by political leaders and especially teachers, who were taking on their transforming role 
to work toward more active citizenship. In this sense, the study enriches scholarship on the 
politics of national identity with evidence concerning the dynamics of both top-down and 
bottom-up forces in the processes of (re)constructing citizenship. 
In another thread, the research adds to the current debates in citizenship studies. For 
example, given the powerful impacts of globalization, global scholarship on citizenship and 
citizenship education has provided diverse evidence regarding the shifting concept of citizenship 
and the state’s tendency toward the promotion of nationalist and neoliberal citizenship. While 
significant, the trajectory of citizenship (education) development in Vietnam remains 
understudied in current citizenship education research. This study expands our understanding 
of the changing meanings of socialist citizenship and the powerful role of the single-party state 
in framing the notion of good citizenship and citizenship education. 
Overall, this research project fills a gap in the literature regarding citizenship education 
in Vietnam especially in the post-socialist period. It has uncovered the complex relationships 
between political constructs, politics, and education through evolving citizenship discourses 
within the context of social change. Situating the national project of citizenship in a broader 
framework, one in which the country is at the crossroads of colonial and socialist legacies and 
there is an urgent demand for democratization in this time of globalization, this research 
underscores the importance of local sociopolitical landscapes in understanding the dynamics of 
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citizenship and education discourses. The recommendations offered here to education 
policymakers, educators, and researchers may also be helpful when re-examining citizenship 
education policy and practice in other (post)socialist countries and Asian Confucian contexts. 
8.2. Limitations and Future Research 
One of the limitations of this research is that it primarily focused on discussing official 
discourses. Although having thick and many-layered data pertaining to teachers’ perspectives, 
the study was limited by the lack of thorough discussion about the implications of teachers’ 
conceptions of citizenship and their interpretations of citizenship education for the shifting 
citizenship education discourse in Vietnam. In addition, while it is clear that teachers’ 
participation in this research provided useful and interesting insights, if I had more time to 
recruit more teachers from older generations, I could have capitalized on narrative interviews of 
their experiences related to (socialist) citizenship during the doi moi period. Such reflections 
might have deepened my interpretation on how the individual identities of teachers and citizens 
contributed to maintaining and changing the mainstream meaning of citizenship.  
Similarly, I could have accomplished a more comprehensive understanding of the 
changes in mainstream discourses by examining more deeply those external to state control. 
Such non-state (controlled) discourses come in a variety of forms, ranging from discourses 
created by the international organizations engaged in educational projects in Vietnam to 
perspectives emerging from civil society. For example, aspects associated with the World Bank, 
the UN or the OECD’s recent interventions in Vietnam’s education could be expanded with more 
in-depth analysis and discussion (cf. section 7.2.1). Evidence from the World Bank-funded 
VNEN project, first implemented in 2011 and extending to around 1.500 primary schools in 
Vietnam as of 2018, would offer additional understanding of what it means to be a good student 
and future citizen from the perspectives of project consultants and beneficiaries.  
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Another limitation pertains to the methodology adopted in this research. Given that I did 
not receive formal training in historical methods, I acknowledge that my vantage point is 
limited. Moreover, since issues related to citizenship and education tend to be enmeshed in 
different levels of history, politics, law, sociology, economics, and philosophy, the study would 
have benefited from a more in-depth interdisciplinary approach. Therefore, I cannot claim that 
this research represents “the” complete story of citizenship discourse, but rather my own 
interpretation; there are possibly many other, perhaps conflicting, perspectives on the issue. 
Nevertheless, this work has interpreted the system ‘from the inside out,’ as analyzed by me, a 
citizen who experienced critical transformations associated with doi moi in Vietnam. 
In the light of the above-mentioned limitations, future research can examine Vietnamese 
citizenship and citizenship education in a number of ways. First, researchers might focus on civil 
society52 and how this important non-state domain, with its increasingly influential discourses 
and practices, contributes to new reconfigurations of citizenship in Vietnam. For example, I am 
interested in how teachers negotiate and change the official state narratives both inside or 
outside of their classrooms. In this regard, it would be interesting to investigate the extent to 
which teachers, parents, and NGOs involved in spheres outside formal education contribute to 
changing conceptions and practices of active citizenship for Vietnamese youth. 
Other research might use postcolonial lens or theories of decolonization to interpret 
what this study argues is Vietnamese leadership’s ambivalence and difficulties with 
(re)constructing a consistent vision of common peoplehood. Evidence points to Vietnamese 
leadership’s postcolonial obsession or colonial mentality (see Sections 5.2 and 7.2.1), confirming 
what Kohn and McBride (2011) suggest that the problems of postcoloniality by those who 
                                                 
52 According to Nong (2006), civil society (in its strictest sense) has never existed in Vietnam 
under the communist regime. The components of civil society might be present, but they are still 
in nascent stages, and depend largely on the tolerance of the CPV. 
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experienced it continue to constitute lively debates in contemporary postcolonial scholarship. 
Yet more research is necessary on the extent to which the ambivalent and paradoxical nature of 
colonized-colonizer relationships might contribute to the authoritarian resilience and influence 
Vietnamese leaders’ search for a post-socialist form of government.  
Third, future research might focus on informal/implicit citizenship education instead of 
the formal curriculum. Evidence from this study suggests large gaps between state rhetoric and 
the realities of practice, indicating a need to explore the ways in which citizenship is interpreted 
and practiced via the hidden curriculum, school culture, and extra-curricular activities. 
Accordingly, an ethnographic study of students' everyday life would be extremely useful to 
understanding what it means to be a ‘good student’ to the students themselves, as well as 
determining how they experience or practice good citizenship. There are many directions for 
research in this regard, one of which might focus on citizenship as an identity related to the 
students’ sense of self, ideas about belonging, and their perceptions of collective identity such as 
patriotism and national solidarity. Since there are many Vietnamese immigrants across the 
world due to political turbulences in the late 1970s and 1980s, similar comparative research 
might focus on second- and third-generation Vietnamese overseas regarding their perceptions of 
belonging and nationhood. 
Another research direction might explore citizenship as a civic right relative to human 
rights as well as the rising notion of global citizenship in the context of Vietnam. For example, a 
greater focus on citizenship as rights, especially from the young people’s perspectives, would 
produce interesting findings to understand the tendency of civic nationalism during periods in 
which more Vietnamese populations lose faith in the state’s promises of social justice,53 as well 
as the implications of individual liberty advocacy in societies that historically value social 
                                                 
53 I was inspired by this idea from reading Brown (2002). 
- 217 - 
 
relations and collectivism like Vietnam.  
Finally, this research has made some comparisons regarding citizenship education 
between Vietnam and other similar national contexts. Since the international literature on 
citizenship education has grown in the past two decades (Vickers & Kumar, 2015; Peterson, 
Stahl, & Soong, 2018), in-depth comparative research would be helpful to understanding the 
diverse approaches to citizenship education particularly in the context in which new forms of 
nationalism have emerged in many parts of the world./. 
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APPENDICES 
Appendix 1. Content of all Civic Education textbooks used in public schools in Vietnam from 1986 to 2016 
 
Grade 1986-1999 1990s -2001 
Vietnamese original English translation Vietnamese original English translation 
6 Những bài học làm người 
Tính siêng năng 
Tính kiên nhẫn 
Tính tự lực 
Biết tôn trọng kỷ luật 
Tinh thần trách nhiệm 
Yêu lao động là phẩm chất của con 
người mới 
Lòng yêu thương con người 
Lễ độ 
Lòng trung thực 
Tính công bằng 
Lòng biết ơn 
Tinh thần đoàn kết 
Biết tự trọng 
Lòng tự tin 
Biết hối hận 
Ôn tập kết thúc năm học: tổng kết thế 
nào là con người/công dân mới xhcn 
 
(1987) 
Lessons to become a good person 
Diligence 
Patience 
Self-reliance 
Be respectful of disciplines 
Responsibility 
Loving labor is the quality of the new 
citizen 
Love other people 
Politeness 
Honesty 
Impartiality 
Gratitude 
Solidarity 
Self esteem 
Self-confidence 
Know to regret 
Revision: A summary of what a new 
socialist citizen means. 
 
(1987) 
Yêu thương con người 
Khoan dung 
Lễ độ 
Trung thực 
Giản dị 
Tự trọng 
Lòng biết ơn 
Biết hối hận 
Tự kiềm chế 
Công liêm 
Lòng dũng cảm 
Tự lực 
Siêng năng 
Tiết kiệm 
Quả quyết 
Kỷ luật. 
 
(1997) 
 
Love people 
Tolerance 
Politeness 
Honesty 
Simplicity  
Self-respect 
Gratitude 
Repetance 
Self-restraint 
Integrity 
Bravery 
Self-reliance 
Diligence 
Economy  
Assertivenes 
Discipline 
 
(1997) 
7 Sống và làm việc có mục đích 
Tính kế hoạch 
Tính chủ động 
Tính dũng cảm 
Tính cương quyết 
Tính tiết kiệm 
Thái độ lao động mới 
Biết tôn trọng người khác 
Lòng thủy chung 
Tính kiêm tốn 
Tính giản dị 
Tình thần tập thể 
Lòng trung thành 
Lòng hi sinh 
Tôn trọng lẽ phải 
“Người hạnh phúc nhất là người đem 
Live and work with purposes 
Have a plan 
Proactiveness 
Courage 
Determination 
Economy 
New working attitude 
Respect 
Faithfulness 
Modesty 
Simplicity 
Collective spirit 
Loyalty 
Sacrifice 
Respect the right 
"The happiest person is the one who 
Tự chăm sóc, rèn luyện thân thể 
Không ngừng học tập, mở mang 
kiến thức 
Yêu thích lao động 
Nhớ ơn tổ tiên 
Tham gia xây dựng đời sống vật chất 
và tinh thần của gia đình 
Làm việc có kế hoạch 
Kính trọng và biết ơn thầy cô giáo 
Đoàn kết, học hỏi và giúp đỡ bạn bè 
Yêu thương đồng bào 
Góp phần xây dựng quê hương 
Yêu quý, giữ gìn độc lập tự do của Tổ 
quốc 
Giữ gìn, phát huy văn hóa của dân 
tộc 
Bảo vệ môi trường 
Take care of your body 
Do not stop learning, expand your 
knowledge  
Love labor 
Be grateful to the ancestors  
Participate in building the material 
and spiritual life of the family  
Work with plans  
Respect and be grateful to teachers  
Unite, learn from and support your 
friends 
Love your fellow citizens 
Contribute to the construction of the 
homeland  
Love and preserve the homeland's 
independence and freedom 
Preserve and promote national 
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lại hạnh phúc cho nhiều người nhất.” 
 
(1989) 
brings happiness to the most."  
 
(1989) 
Tôn trọng, học hỏi tinh hoa các dân 
tộc khác. 
 
(1997) 
culture 
Protect the environment 
Respect and learn from other 
peoples. 
 
(1997) 
8 Chương 1. Công dân với pháp luật 
Những ai là công dân nước 
CHXHCNVN 
Công dân có những quyền và nghĩa vụ 
do pháp luật quy định 
Công dân thi hành tốt pháp luật được 
khen thưởng 
Công dân vi phạm pháp luật bị xử lý. 
 
Chương 2. Quyền và nghĩa vụ của công 
dân về mặt chính trị 
Quyền tham gia quản lý công việc của 
nhà nước, của xã hội 
Quyền giám sát cac cơ quan nhà nước 
và nhân viên nhà nước 
Nhân viên nhà nước vi phạm quyền 
của công dân bị xử lý 
Nghĩa vụ bảo vệ Tổ quốc xã hội chủ 
nghĩa của công dân 
 
Chương 3. Quyền và nghĩa vụ của công 
dân về mặt lao động và kinh tế 
Quyền có việc làm và nghĩa vụ lao động 
của công dân 
Nghĩa vụ tôn trọng và bảo vệ tài sản xã 
hội chủ nghĩa 
Quyền sở hữu của công dân 
Nghĩa vụ đóng thuế và tham gia lao 
động công ích 
 
Chương 4. Quyền và nghĩa vụ của công 
dân về học tập, hoạt động khoa học, kỹ 
thuật và văn hóa 
Quyền và nghĩa vụ của công dân về học 
tập, hoạt động khoa học, kỹ thuật và 
văn hóa 
Quyền và nghĩa vụ của công dân đối 
với các di tích lịch sử văn hóa và danh 
lam, thắng cảnh 
Nghĩa vụ của công dân về bài trừ mê 
tín, dị đoan, hủ tục và chống văn hóa 
Chapter 1. Citizens with the law  
Who are citizens of the Socialist 
Republic of Vietnam  
Citizens have the rights and 
obligations prescribed by law  
Citizens who enforce the law well are 
rewarded  
Citizens who violate the law shall be 
handled by law.  
 
Chapter 2. Citizens' rights and 
obligations politically  
The right to participate in state's 
management  
The right to supervisize state agencies 
and state employees  
State employees violate the right of 
citizens shall be handled by law  
Obligation to protect the socialist 
fatherland  
 
Chapter 3. Rights and obligations of 
citizens in terms of labor and 
economics  
The right to employment and the 
obligation  
Obligation to respect and protect 
socialist property  
Ownership rights  
Obligation to pay taxes and 
participate in public works  
   
Chapter 4. Rights and obligations of 
citizens in learning, scientific, 
technical and cultural activities  
The rights and obligations of citizens 
in learning, scientific, technical and 
cultural activities  
Citizens' rights and obligations 
toward historical and cultural relics 
and places of interest  
Giống nội dung năm 1988 Same as 1988 
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phản động, đồi trụy. 
 
Chương 5. Các quyền công dân về tự 
do cá nhân 
Quyền bất khả xâm phạm về thân thể 
của công dân 
Quyền bất khả xâm phạm về chỗ ở và 
quyền được đảm bảo bí mật thư tín, 
điện thoại, điện tín 
Quyền của công dân về tự do tín 
ngưỡng 
 
Chương 6. Quyền và nghĩa vụ của công 
dân về trật tự an toàn công cộng 
Quyền và nghĩa vụ của công dân đối 
với việc bảo đảm an toàn giao thông 
đường bộ 
Quyền và nghĩa vụ của công dân đối 
với các công trình thủy lợi và thông tin 
liên lạc 
Nghĩa vụ của công dân trong việc 
phòng ngừa tai nạn, vũ khí, chống nổ 
và độc hại 
 
Chương 7. 
Quyền và nghĩa vụ của công dân trong 
việc xây dựng gia đình dân chủ, hòa 
thuận, hạnh phúc, bền vững 
Nghĩa vụ và quyền của cha mẹ và con 
Sống và làm việc theo pháp luật 
 
(1988) 
Obligations of citizens about 
superstition, superstition, customs 
and depraved and reactionary culture  
   
Chapter 5. Citizens' Rights for 
Personal Freedom  
The inviolability of the body of 
citizens  
The inviolability of accommodation 
and the right to confidentiality of 
letters, telephones and telegrams  
Citizens's freedom of religous beliefs  
   
Chapter 6. Rights and obligations in 
public order and safety  
Citizens' rights and obligations to 
ensure road traffic safety  
Rights and obligations for irrigation 
works and communications  
Obligations in the prevention of 
accidents, weapons, explosion and 
toxic  
  
Chapter 7. The rights and obligations 
of citizens in building a democratic, 
harmonious, happy and sustainable 
family  
Obligations and rights of parents and 
children 
Live and work according to the law 
     
(1988) 
9 Bài mở đầu: Công dân vơi nhà nươc 
 
Chương 1. Bản chất và nhiệm vụ cu ̉a 
nhà nước Cộng hòa XHCN Việt Nam 
Nhà nước ta là Nhà nước của dân, do 
dân, vì dân 
Nhà nước quản lý xã hội dưới sự la ̃nh 
đa ̣o cu ̉a Đảng Cộng sản Việt Nam 
Nhà nước quản lý xã hội bằng pháp 
luật 
 
Chương 2. Chức năng đảm bảo và phát 
huy dân chủ XHCN 
Nhà nước bảo đa ̉m các quyền bình 
đă ̉ng của công dân, quyền của Mă ̣t 
Introduction: Citizens and the state 
  
Chapter 1. Nature and Mission of the 
Socialist Republic of Vietnam 
Our state is the State of the people, by 
the people, for the people 
The State governs the society under 
the leadership of the Communist 
Party of Vietnam 
The State governs society by law 
  
Chapter 2. Functions of ensuring and 
promoting socialist democracy 
The State guarantees the equal rights 
of citizens, the rights of the Vietnam 
Fatherland Front and its member 
Chương 1: Nhà nước quản lí nền 
kinh tế quốc dân; quyền và nghĩa vụ 
kinh tế, lao động của công dân. 
Nhà nước quản lí nền kinh tế quốc 
dân 
Quyền tự do kinh doanh và nghĩa vụ 
đóng thuế của công dân 
Quyền và nghĩa vụ lao động của 
công dân 
Quyền sở hữu của công dân và nghĩa 
vụ tôn trọng tài sản của người khác 
Nghĩa vụ tôn trọng và bảo vệ tài sản 
của nhà nước và lợi ích công cộng 
Nghĩa vụ bảo vệ tài nguyên thiên 
nhiên và môi trường 
Chapter 1: The State manages the 
national economy 
Citizens' freedom of doing business 
and duty to pay taxes 
Economic and labor rights and 
obligations of citizens 
Citizens' ownership rights and 
obligation to respect properties of 
others 
Obligation to respect and protect 
state and public properties 
Obligation to protect natural 
resources and the environment 
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trâ ̣n Tổ quốc Việt Nam và các tổ chức 
thành viên 
 
Chức năng quản lý kinh tế 
Nhà nước phát huy vai trò chủ đa ̣o cu ̉a 
kinh tế quốc doanh 
Nhà nước củng cố và phát triển kinh 
tế tập thể 
Nhà nước khuyến khích phát triển 
kinh tế gia đình 
Nhà nước phát huy các mặt tích cư ̣c 
cu ̉a kinh tế cá thể, kinh tế tư nhân 
Liên kết kinh tế giữa các thành 
phần kinh tế và tăng cường thương 
nghiệp quốc doanh 
Quản lí tài nguyên thiên nhiên và bảo 
vệ môi trường sống 
Kế hoạch hóa dân số và kế hoạch 
hóa gia đình 
 
Chương 4. Chức năng quản lí văn hóa, 
giáo dục, khoa học, ki ̃ thuật 
Nhà nước bảo đa ̉m và phát huy quyền 
làm chủ cu ̉a nhân dân về văn hóa, 
giáo dục, khoa học, ki ̃ thuật 
 
Chương 5. Chức năng bảo vệ phòng 
thủ đất nước 
Bảo vệ an ninh chính trị và trật tư ̣ an 
toàn xã hội 
Xây dựng nền quốc phòng toàn dân 
 
Chương 6. Chức năng đối ngoại 
Bảo vệ hòa bình thế giới, ủng hộ 
phong trào giải phóng dân tộc, u ̉ng hộ 
cuộc đấu tranh của giai cấp công 
nhân 
Tăng cường đoàn kết, hợp tác quốc 
tế 
 
Chương 7. Tổ Chức của Nhà nước 
Nguyên tắc tổ Chức bộ máy Nhà nước 
Hệ thống cơ quan quyền lực Nhà 
nước 
Hệ thống cơ quan quản lí Nhà nước 
Tòa án nhân dân 
Viện kiểm sát nhân dân 
organizations 
 
Economic management functions 
The State plays a key role in the state-
owned economy 
The state consolidates and develops 
the collective economy 
The State encourages the 
development of the family economy 
The state promotes the positive 
aspects of individual economy, private 
economy 
Connecting economic sectors and 
strengthening state-owned businesses 
Management of natural resources and 
habitat protection 
Population planning and family 
planning 
  
Chapter 4. Functions of management 
of culture, education, science and 
technology 
The State guarantees and promotes 
the people's mastery of culture, 
education, science and technology 
  
Chapter 5. Functions of defending the 
country 
To protect the political security and 
social order and safety 
To build the entire people's defense 
  
Chapter 6. International relations 
Safeguard world peace, support the 
national liberation movement, and 
support the struggle of the working 
class 
Strengthening solidarity and 
international cooperation 
  
Chapter 7. Organization of the State 
The principle of organizational 
structure of the State 
System of the State Authority 
System of State management agencies 
The People's Court 
People's Procuracy 
Government at grassroots level 
 
Chương 2: Nhà nước phát huy dân 
chủ, quyền và nghĩa vụ của công 
dân. 
Quyền tham gia quản lí nhà nước, 
quản lí xã hội của công dân 
Nghĩa vụ phục vụ công dân của các 
cơ quan và viên chức nhà nước 
Quyền khiếu nại, tố cáo của công 
dân 
Nghĩa vụ bảo vệ Tổ quốc xã hội chủ 
nghĩa của công dân 
 
 
Chương 3: Nhà nước Cộng hoà xã 
hội chủ nghĩa Việt Nam. 
Nhà nước Cộng hoà xã hội chủ nghĩa 
Việt Nam do dân lập ra, được xây 
dựng và hoạt động vì lợi ích của 
nhân dân 
Đảng cộng sản Việt nam là lực lượng 
lãnh đạo nhà nước và xã hội 
Nhà nước quản lý xã hội bằng pháp 
luật 
Chính sách đối ngoại hòa bình, hữu 
nghị và hợp tác của nhà nước ta 
 
Chương 4: Bộ máy nhà nước Cộng 
hoà xã hội chủ nghĩa Việt Nam. 
Bộ máy nhà nước 
Quốc hội và hội đồng nhân dân 
Chính phủ và Ủy ban nhân dân 
Tòa án nhân dân 
Viện kiểm sát nhân dân 
Sống và làm việc theo pháp luật. 
 
(2001) 
Chapter 2: The state promotes 
democracy, rights and obligations of 
citizens. 
The right to participate in state 
management and social management 
of citizens 
Obligation to serve citizens of state 
agencies and state officials 
Citizens' rights to complain and 
denounce 
Citizens’ obligation to protect the 
socialist homeland 
 
 
Chapter 3: The State of the Socialist 
Republic of Vietnam. 
The state of the Socialist Republic of 
Vietnam was established by the 
people, was built and operated for 
the benefits of the people 
The Communist Party of Vietnam is 
the leader of the state and society 
The state manages society by law 
Policies on foreign relations (to 
promote) peace, friendship and 
cooperation 
 
Chapter 4: State apparatus of the 
Socialist Republic of Vietnam. 
State apparatus 
National Assembly and People's 
Council 
Government and People's Committee 
The People's Court 
People's Procuracy 
Live and work according to the law. 
 
(2001) 
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Chính quyền cấp cơ sở cu ̉a Nhà nước 
Nhà nước phải “lấy dân làm gốc” 
 
(1989) 
State must "rely on citizenry as its 
(grass)root" 
  
 (1989) 
 
 
 
 
 
10 
  Tính vật chất của thế giới 
Sự phát triển của thế giới 
Sự tồn tại và phát triển của giới tự 
nhiên 
Sự tồn tại và phát triển của xã hội 
Vai trò của đấu tranh giai cấp đối với 
sự phát triển của xã hội 
Vai trò của quần chúng và cá nhân 
kiệt xuất đối với sự phát triển của xã 
hội 
Tự do và tất yếu 
Con đường nhận thức cái tất yếu 
Sự hình thành nhân cách 
Cá nhân và xã hội 
Lý tưởng nhân đạo 
Hướng đến một nền văn minh vì con 
người 
Thế giới quan khoa học của chúng ta 
 
(1990) 
Materiality of the world  
The development of the world  
The existence and development of 
the natural world  
The existence and development of 
society  
The role of class struggle for the 
development of society  
The role of the masses and excelling 
individuals in the development of 
society  
Freedom and inevitability  
The path of being concious of the 
inevitability  
Personality formation  
Individual and social  
The humanitarian ideal  
Toward a human civilization  
Our scientific world view  
(1990)  
11   Phần thứ nhất. Những vấn đề 
lớn của thời đại ngày nay 
Bài mở đầu. Tiến bộ xa ̃ hội 
Chương 1. Xã hội tư bản chủ nghĩa 
Sản xuất hàng hóa và sự ra đời 
cu ̉a chủ nghĩa tư bản 
Nền sản xuất tư bản chủ nghĩa và 
các quan hệ giai cấp trong xã hội tư 
bản 
Nhà nước tư bản và nền dân chủ tư 
sản 
Văn hóa tư sản và những tệ nạn xã 
hội trong xã hội tư bản chủ nghĩa 
Chủ nghĩa đế quốc 
Chủ nghĩa tư bản sẽ bị thay thế 
bằng một xa ̃ hội tiến bộ hơn 
 
Chương 2. Xã hội xã hội chủ nghĩa 
Sự ra đời của chủ nghĩa xã hội 
Xây dựng đất nước trong thời kỳ 
quá độ lên xã hội chủ nghĩa ở VN 
Những khó khăn và triển vọng của 
Part One. The big issues of today's 
age  
 Introduction. Social progress  
 Chapter 1. The Capitalist Society  
 Commodity production and the 
birth of capitalism  
 Capitalist production and class 
relations in capitalist society  
 Capitalist state and bourgeois 
democracy  
 Bourgeois culture and social evils in 
capitalist society  
 Imperialism  
 Capitalism will be replaced by a 
more advanced society  
   
 Chapter 2. Socialist Society  
 The birth of socialism  
 Building the country in the 
transition to socialism in Vietnam  
 Difficulties and prospects of socialist 
reform  
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công cuộc đổi mới XHCN 
 
Chương 3. Những vấn đề chung 
cu ̉a sự sống còn và phát triển cu ̉a 
thế giới ngày nay 
Những vân đề chung của nhân loa ̣i 
ngày nay 
Cuộc đấu tranh của nhân dân thế 
giới vì độc lâ ̣p dân tộc, dân chủ và 
tiến bộ xã hội 
 
Phần thứ 2. Một số vấn đề về 
đa ̣o đức xã hội chủ nghĩa 
Chương 1. Một số phạm trù về đa ̣o 
đức cơ bản 
Nghĩa vu ̣ 
Lương tâm 
Bài 14. Nhân phẩm và danh dự 
Bài 15. Hạnh phúc 
Chương 2. Một số vấn đề về đa ̣o 
đức và truyền thống đạo đức 
cu ̉a dân tộc 
Bài 16. Chủ nghĩa yêu nước và chủ 
nghĩa quốc tế 
Bài 17. Quan điểm và thái độ đúng 
đắn đối với lao động 
Bài 18. Chủ nghĩa tập thể xã hội chủ 
nghĩa 
Bài 19. Chủ nghĩa nhân đạo xã hội 
chủ nghĩa 
Bài 20. Tình bạn, tình đồng chí 
Bài 21. Tình yêu 
Bài 22. Tình cảm gia đình 
Bài 23. Một số nét về truyền thống 
đạo đức của dân tộc ta 
Bài 24. (Bài tổng kết: Phấn đấu vì lí 
tưởng dân giàu, nước mạnh theo con 
đường xã hội chủ nghĩa 
 
(1991) 
 Chapter 3. General Problems of the 
Survival and Development of the 
World Today  
 The common problems of humanity 
today  
 The struggle of the people of the 
world for national independence, 
democracy and social progress  
   
 Part 2. Some socialist moral issues  
 Chapter 1. Some basic moral 
categories  
 Duty  
 Conscience  
 Human dignity and honor  
 Happiness  
   
Chapter 2. Some ethical issues and 
ethics tradition of the nation  
Patriotism and Internationalism  
Right attitude and attitude toward 
labor  
Socialist collectivism  
Socialist humanism  
Friendship, comradesship  
Love  
Family affection  
Some ethics traditions of our nation  
 
Summary: Striving for the ideal of 
wealthy people and strong country 
with the socialist orientation  
   
 (1991) 
12   Phần 1. Một số vấn đề cơ bản xây 
dựng đất nước trong giai đoạn hiện 
nay 
Xây dựng đất nước theo con đường 
xã hội chủ nghĩa 
Thực trạng kinh tế, xã hội của nước 
ta hiện nay và những mục tiêu phấn 
Part 1. Some basic issues of building 
the country in the present period 
Building the country with the 
socialist path 
The current economic and social 
situation of our country and targets 
in the coming years 
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đấu trong những năm trước mắt 
Phương hướng xây dựng và phát 
triển nền kinh tế 
Xây dựng nền dân chủ xhcn ở nước 
ta 
Chính sách văn hóa, giáo dục và 
khoa học 
Một số chính sách xã hội 
Chính sách quốc phòng và an ninh 
Chính sách đối ngoại 
 
Phần 2. Một số vấn đề pháp luật 
nước CHXHCN Việt nam 
Nhà nước quản lý xã hội bằng pháp 
luật 
Luật nhà nước và Hiến pháp 
Luật dân sự và Hợp đồng dân sự 
Luật lao động và Hợp đồng lao động 
Pháp luật về thuế 
Luật hôn nhân và gia đình 
Luật hành chính và Pháp lệnh xử 
phạt vi phạm hành chính 
Luật hình sự và Bộ luật hình sự 
Pháp luật tố tụng hình sự 
Pháp luật về khiếu nại, tố cáo của 
công dân 
Nâng cao trách nhiệm công dân 
 
(1992 tới 2007) 
The direction of building and 
developing the economy 
Building a democratic socialist 
society in our country 
Cultural, educational and scientific 
policies 
Some social policies 
Defense and security policies 
Foreign policies 
  
Part 2. Some legal issues of the 
Socialist Republic of Vietnam 
The State governs society by law 
State law and the Constitution 
Civil Law and Civil Contracts 
Labor Law and Labor Contract 
Tax law 
Marital Act 
Administrative law and Ordinance 
on sanctioning administrative 
violations 
Criminal Law and Criminal Code 
Criminal procedure law 
The law on complaints and 
denunciations of citizens 
Increasing civic responsibility 
  
 (1992 to 2007) 
 
 
Grade 2002-2016 (version 2015) 
Vietnamese original English translation 
6 Tư ̣ chăm sóc, rèn luyện thân thể 
Siêng năng, Kiên trì 
Tiết kiệm 
Lễ độ 
Tôn trọng kỷ luật 
Biêt ơn 
Yêu thiên nhiên, sống hòa hợp với thiên nhiên 
Sống chan hòa với mọi người 
Li ̣ch sự, tế nhị 
Tích cư ̣c, tư ̣ giác trong hoạt động tâ ̣p thể và trong hoạt động xã hội 
Mục đích học tâ ̣p cu ̉a học sinh 
Take care of yourself, do exercise 
Be diligent, persistent 
Be thrifty 
Be courteous 
Respect for discipline 
Be grateful 
Love nature, live in harmony with nature 
Live in harmony with everyone 
Be polite, delicate 
Be positive, self-disciplined in team work and social activities 
Learning goals of students 
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Công ươc Liên hợp quốc về quyền trẻ em 
Công dân nước Cộng hòa xã hội chủ nghĩa Việt Nam 
Thư ̣c hiện trật tư ̣, an toàn giao thông 
Quyền và nghĩa vụ học tâ ̣p 
Quyền được pháp luật bảo hộ về tính mạng, thân thể, sức khỏe, danh dự 
và nhân phẩm 
Quyền bất khả xâm phạm về chỗ ở 
Quyền được bảo đa ̉m an toàn và bí mật thư tín, điện thoại, điện tín  
United Nations Convention on the Rights of the Child 
Citizens of the Socialist Republic of Vietnam 
Respect traffic laws 
Rights and Obligations to learning 
The right to protection of life, body, health, and dignity 
The right to private property 
The right to information confidentiality 
7 Sống giản di ̣  
Trung thực  
Tư ̣ trọng  
Đa ̣o đức và kỷ luật  
Yêu thương con người  
Tôn sư trọng đa ̣o  
Đoàn kết, tương trợ  
Khoan dung  
Xây dựng gia đình văn hóa  
Giữ gìn và phát huy truyền thống tốt đẹp cu ̉a gia đình, dòng họ  
Tư ̣ tin  
Sống và làm việc có kế hoa ̣ch  
Quyền được bảo vệ, chăm sóc và giáo dục cu ̉a trẻ em Việt Nam  
Bảo vệ môi trường và tài nguyên thiên nhiên  
Bảo vệ di sa ̉n văn hóa  
Quyền tự do tín ngưỡng và tôn giáo  
Nhà nước Cộng hòa xã hội chủ nghĩa Việt Nam  
Bộ máy nhà nước cấp cơ sở (xa ̃, phường, thị trấn) 
Lead a simple life 
Honest 
Have self-esteem 
Moral and discipline 
Love other 
Be deferential to teachers and respect morality 
Unity, mutual support 
Be tolerant 
Build cultured families 
Preserve and promote the good traditions of families 
Be confident 
Live and work with a plan 
The right to protection, care and education of Vietnamese children 
Protect the environment and natural resources 
Protect cultural heritages 
Freedom of religion and belief 
The State of the Socialist Republic of Vietnam 
State apparatus at the grassroots level (communes, wards, townships) 
8 Liêm Khiêt  
 Tôn trọng người khác  
 Giữ chư ̃ tín  
 Pháp luật và ky ̉ luật  
 Xây dựng tình bạn trong sáng, lành mạnh  
 Tích cư ̣c tham gia hoạt động chính tri ̣ - xã hội  
 Tôn trọng và học hỏi các dân tộc khác  
 Góp phần xây dựng nếp sống văn hóa ở cộng đồng dân cư  
 Tư ̣ lâ ̣p  
 Lao động tự giác và sáng tạo  
 Quyền và nghĩa vụ cu ̉a công dân trong gia đình  
Phòng chống tệ nạn xã hội  
 Phòng, chống nhiễm HIV/AIDS  
 Phòng ngừa tai nạn vũ khí, cháy, nổ và các chất độc ha ̣i  
 Quyền sở hữu tài sản và nghĩa vụ tôn trọng tài sản của người khác  
 Nghi ̃a vụ tôn trọng, bảo vệ tài sản nhà nước và lợi ích công cộng  
 Quyền khiêu nại, tố cáo của công dân  
 Quyền tự do ngôn luận  
 Hiến pháp nước Cộng hòa xã hội chu ̉ nghĩa Việt Nam  
 Pháp luật nước Cộng hòa xã hội chủ nghĩa Việt Nam 
Respect truth/righteousness  
 Integrity  
 Respect others  
 Be trustworthy  
 Law and discipline  
 Build a healthy friendship  
 Participate in socio-political activities  
 Respect and learn from other peoples  
 Contribute to building a cultured community  
 Be independent  
 Work with self-motivation and creativity 
 Rights and obligations of citizens in the family  
 Prevent social evils  
 HIV / AIDS prevention  
 Prevent firearms-related accidents, fire, explosion and toxic substances  
 Property rights and obligations to respect others' property  
 Obligation to respect and protect state property and public interests  
 Right to complaints and denunciations of citizens  
 Freedom of expression  
 The Constitution of the Socialist Republic of Vietnam  
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 Law of the Socialist Republic of Vietnam 
9 Chí công vô tư 
Tư ̣ chủ 
Dân chủ và ki ̉ luật 
Bảo vệ hòa bình 
Tình hữu nghị giữa các dân tộc trên thế giới 
Hợp tác cùng phát triển 
Kế thừa và phát huy truyền thống tốt đẹp của dân tộc 
Năng động, sáng tạo 
Làm việc có năng suất 
Lí tưởng sống của thanh niên 
Trách nhiệm cu ̉a thanh niên trong sự nghiệp công nghiệp hóa, hiện đa ̣i 
hóa đất nước 
Quyền và nghĩa vụ cu ̉a công dân trong hôn nhân 
Quyền tự do kinh doanh và nghĩa vụ đóng thuế 
Quyền và nghĩa vụ lao động của công dân 
Vi phạm pháp luật và trách nhiệm pháp lí của công dân 
Quyền tham gia quản lí nhà nước, quản lí xã hội của công dân 
Nghĩa vu ̣ bảo vệ Tổ quốc 
Sống có đạo đức và tuân theo pháp luật. 
Be public-spirited and selfless 
 Be self-controlled/independent 
 Democracy and discipline 
 Protect peace 
 Friendship between peoples in the world 
 Development cooperation 
 Inherit and promote good traditions of the nation 
 Be active, be creative 
 Productivity, quality, effectiveness 
 The ideal of youth 
 Responsibility of youth in the cause of industrialization and modernization of the country 
 Rights and obligations of citizens in marriage 
 Business freedom and taxes 
 The rights and obligations of citizens 
 Breaching the law and obligations of citizens 
 The right to participate in state management, social management of citizens 
 Obligation to defend the country 
 Live ethically and follow the law. 
10 Phần thứ nhất. CÔNG DÂN VỚI VIỆC HÌNH THÀNH THẾ GIỚI QUAN, 
PHƯƠNG PHÁP LUẬN KHOA HỌC 
Thế giới quan duy vật và phương pháp luận biện chứng 
 Nguồn gốc vận động , phát triển của sự vật và hiện tượng 
 Cách thức vận động, phát triển của sự vật và hiện tượng 
 Khuynh hướng phát triển của sự vật và hiện tượng 
 Thực tiễn và vai trò của thực tiễn đối với nhận thức 
 Con người là chủ thể lịch sử và là mục tiêu của sự phát triển xã hội 
 
Phần thứ hai. CÔNG DÂN VỚI ĐẠO ĐỨC 
 Quan niệm về đạo đức 
 Một số phạm trù cơ bản của đạo đức học 
 Công dân với tình yêu, hôn nhân và gia đình 
 Công dân với cộng đồng 
 Công dân với sự nghiệp xây dựng và bảo vệ Tổ quốc 
 Công dân với một số vấn đề cấp thiết của nhân loại 
 Tự hoàn thiện bản thân. 
Part 1. CITIZENS WITH THE FORMULATION OF THE WORLD VIEW, SCIENTIFIC 
METHODOLOGY  
 Dialectical materialism  
 Origin of movement, development of things and phenomena  
How things and phenomena evolve 
 Development trends of things and phenomena  
 Practices and roles of perception  
 Man is the subject of history and is the goal of social development  
 
Part 2. CITIZENS WITH ETHICS  
 Perceptions of ethics  
 Basic categories of ethics  
 Citizens with love, marriage and family  
 Citizens with the community  
 Citizens with the cause of building and defending the country  
 Citizens with some urgent issues of humanity  
 Self-improvement. 
11 Phần một. CÔNG DÂN VỚI KINH TẾ   
Công dân với sự phát triển kinh tế  
 Hàng hóa - Tiền tệ - Thị trường  
 Quy luật giá trị trong sản xuất và lưu thông hàng hóa  
 Cạnh tranh trong sản xuất và lưu thông hàng hóa  
 Cung - cầu trong sản xuất và lưu thông hàng hóa  
 Công nghiệp hóa, hiện đại hóa đất nước  
Part 1. CITIZENS WITH ECONOMY   
Citizens with economic development  
Goods - Currency - Market  
Value Law in manufacturing and circulation  
Competition in production and circulation of goods  
Supply and demand in production and circulation of goods  
Industrialization and modernization of the country  
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 Thực hiện nền kinh tế nhiều thành phần và tăng cường vai trò quản lí 
kinh tế của Nhà nước  
 
 Phần 2. CÔNG DÂN VỚI CÁC VẤN ĐỀ CHÍNH TRỊ XÃ HỘI  
 Chủ nghĩa xã hội  
 Nhà nước xã hội chủ nghĩa  
 Nền dân chủ xã hội chủ nghĩa  
 Chính sách dân số và giải quyết việc làm  
 Chính sách tài nguyên và bảo vệ môi trường  
 Chính sách giáo dục và đào tạo, khoa học và công nghệ, văn hóa  
 Chính sách quốc phòng và an ninh  
 Chính sách đối ngoại. 
Implementing a multi-sectoral economy and strengthening the role of the state's economic 
management 
 
Part 2. CITIZENS WITH SOCIO-POLITICAL ISSUES  
 Socialism  
 Socialist state  
 Socialist democracy  
 Policy on population and employment  
 Policy on natural resources and environmental protection  
 Education and training policy, science and technology, culture  
 Defense and security policy  
 International relations policy. 
12 Pháp luật và đời sống  
 Thực hiện pháp luật  
 Quyền bình đẳng của công dân trong một số lĩnh vực đời sống  
 Quyền bình đẳng giữa các dân tộc, tôn giáo  
 Công dân với các quyền tự do cơ bản  
 Công dân với các quyền dân chủ  
 Pháp luật với sự phát triển của công dân  
 Pháp luật với sự phát triển bền vững của đất nước  
 Pháp luật với hòa bình và sự phát triển tiến bộ của nhân loại. 
Laws and life  
Implement the law  
Citizens are equal before the law  
Citizenship equality in some fields of life  
Right to equality among ethnicities, religions  
Citizens with basic freedom rights  
Citizens with democratic rights  
Laws with the development of citizens  
Laws with the sustainable development of the country  
Laws for peace and the advancement of human development. 
 
 
Appendix 2. Interview Protocol for Teachers  
 
Research Project: What Citizenship for What Transition?: Contradictions, Ambivalence and Promises in Post-Socialist 
Citizenship Education in Vietnam 
 
Interviewee (Title and Name): ______________________________________ 
Interviewer: __________________________________________________ 
 
Sections covered in the interview 
• Interviewee’s Demographics and Background  
• Views about Good Citizenship 
• Views about teaching Citizenship Education 
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Sample questions and probes 
 
English version 
Understanding about the notion of citizenship and citizenship education 
 What do you understand about the notion of "citizen"? - What does the term "citizenship" make you think about? Why do 
you have such association/understanding? 
 What do you think about "good citizenship" in general? - Please name at least 3 characteristics of a good citizen in your 
opinion? Why? 
 Do you think the concept of “good citizenship” changes? Has your perception of "good citizenship" in Vietnamese 
society changed since doi moi? How has it changed? - Please share your experience or your observations of being a good 
citizen in the period of 1986-1990s; post-doi moi: 2000s, and/or present: 2010-now? What do you think about the young 
generation these days in term of (good) citizenship? 
 What do you think about the government's goal of creating "new socialist citizens"? 
 
Perception about Teaching Citizenship Education  
 
1.- What do you think is the main goal of education/the (political) role of school? 
- What do you think is the goal of citizenship education at the secondary education level? 
- In addition to the civic education subject, what subjects in your school share this goal? 
 
2. - As a teacher, how do you promote/teach "good citizenship"? - What kind of citizenship do you want to develop?  
- Do you think there are any advantages in teaching citizenship? If yes, please explain. 
- Do you think there are any challenges or obstacles in citizenship education? If yes, please explain. 
 
3. - Any other comments about citizenship education at Vietnamese schools? 
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Appendix 3. Example projects commissioned by the state that focus on human development, moral and citizenship education, 
and values orientation between 1986 and 2016 (in Vietnamese). 
 
* Chương trình KX-07: "Con người Việt Nam - mục tiêu và động lực của sự phát triển kinh tế- xã hội" (1991-1995) 
* Chương trình nghiên cứu Khoa học cấp nhà nước KX07 - Đề tài KX07 10: “Giá trị, Định hướng giá trị, sự biến đổi định hướng giá trị của con người Việt Nam hiện nay” 
(1993-1995). 
* Chương trình KHXH-04: "Phát triển văn hóa, xây dựng con người trong thời kì CNH, HĐH đất nước" (1996-2000) 
* Chương trình KX-05: "Phát triển văn hóa, con người và nguồn nhân lực trong thời kì CNH, HĐH đất nước" (2001-2005) 
* Đề tài I1.7-2013.04: “Bản thể luận xã hội về Đạo Hiếu ở Việt Nam hiện nay” (2015 - 2016) 
* Đề tài B98- 49- TĐ43: “Thiết kế mục tiêu, nội dung, và phương pháp giáo dục đạo đức cho HS Trung học (1998-2000) 
* Đề tài B97- 49- 19 : " Giáo dục giá trị nhân văn cốt lõi cho HS qua môn Đạo đức và GDCD"(1997- 1999) 
* Chuyên đề KX04 -07-CĐ: "Đạo đức, tư tưởng- chính trị, lối sống của HS, SV - Thực trạng và giải pháp" (2000- 2001) 
* Đề tài B2001- 49 – 06 : “Một số biện pháp giúp cha mẹ giáo dục ý thức trách nhiệm đối với GĐ cho con lứa tuổi HS phổ thông ở thành phố” (2001- 2003). 
* Đề tài B2001 - 49 -14 : "Giáo dục một số giá trị đạo đức truyền thống cho HS qua các hoạt động ngoại khóa ở trường THPT" (2001- 2003) 
* Đề tài B2001 - 52 -16: "Nghiên cứu áp dụng tiêu chí đánh giá kết quả rèn luyện phẩm chất chính trị, đạo đức, kĩ năng sống của SV ở các trường đại học, cao đẳng, trung học 
chuyên nghiệp"(2001- 2003) 
* Đề tài B2003 - 49 -60: "Một số giải pháp tổ chức hoạt động văn hóa- nghệ thuật nhằm GD đạo đức cho HS trong nhà trường THPT hiện nay"(2003-2005) 
* Đề tài B2006 - 37 -20: " Giáo dục đạo đức môi trường cho HS THCS" (2006- 2008) 
* Nhiệm vụ B2011-37-03NV: “ Giải pháp ngăn ngừa các hành vi bạo lực trong HS THPT” (2011- 2012) 
* Đề tài B2006- 37- : “Định hướng mục tiêu, nội dung giáo dục giá trị văn hóa truyền thống cho học sinh phổ thông” (2006 - 2008) 
* Đề tài B2008 -37 – 61: “Mô hình nhân cách HS phổ thông Việt Nam trong quá trình hội nhập quốc tế” (2008- 2011) 
* Đề tài B2011-17-09 :“Ảnh hưởng của chủ nghĩa thực dụng đối với lối sống của sinh viên hiện nay” (2011-2013) 
* Đề tài B2012-37-07NV:“Giáo dục văn hóa truyền thống trong nhà trường phổ thông Việt Nam” (2012-2014) 
* Nhiệm vụ B2014-37-02 NV: “Đề xuất mục tiêu, chuẩn kết quả, khung nội dung, định hướng hình thức tổ chức dạy học và đánh giá kết quả học tập chương trình các môn học 
thuộc lĩnh vực Giáo dục đạo đức, Giáo dục công dân ở Tiểu học và THCS trong Chương trình giáo dục phổ thông sau 2015” 
* Đề tài V1998: " Giáo dục hành vi đạo đức cho HS tiểu học thông qua trò chơi" (1998-1999) 
* Đề tài V2000: “ Những quan điểm đổi mới phương pháp dạy học môn Đạo đức ở tiểu học” (2000- 2001) 
* Đề tài V2006 – 19: “Một số biện pháp tăng cường sự tham gia của HS trong dạy học môn Đạo đức ở tiểu học” (2006-2007) 
*Đề tài V2009-01: “Tìm hiểu về giáo dục đạo đức của vài nước trên thế giới” (2009 – 2010) 
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